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ABSTRACT
The present research was conducted to determine the

relative importance of a variety of background variables and school
effects on curriculum assignment in public high schools. The emphasis
was on the sociological processes of selection and differentiation
within schools, and the role of education in facilitating or blocking
social mobility. A selection of the data from the ',Equality of
Educational Opportunity Survey,' were reanalyzed, to compare both
schools and students in the ninth and twelfth grades. Tbe findings
were, in general, at odds with much of the polemics of school reform,
in which educational institutions are criticized for restricting
opportunity to lower class or non-white students. When verbal ability
is assumed to adequately differentiate pupils, as a criterion for
placement, there is little evidence for discriminatior) within schools
in placement, and no evidence of racial bias. Differences in tested
ability accounted for most of the observed segregation within schools
by race and class, and, in general, the effects of verbal ability
were 3-4 tines as important as the combined effects of father's
education, occupational prestige, and number of sliblings in the
family. If more equality of outcomes is desirable, one must questionthe relevance of tests as a criterion, rather than ,focusing on
schools as agents generating inequality through perpetuabing status
differentials. (Author)
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AUTHORS' ABSTRACT

The present research was conducted to determine the relative
importance of a variety of background variables and school effects on

curriculum assignment in public high schools. The emphasis was on the

sociological processes of selection and differentiation within schools,

and the role of education in facilitating or blocking social mobility.

A selection of the data from the Equality of Educational Opportunity
Survey were reanalyzed, both to compare schools and students in the

9th and 12th grades.

The methodological techniques utilized enabled one to develope

an explicit causal model of the process and to estimate the direct and
indirect effects of parental background, race and verbal ability on place-

ment, grades, and aspirations. An analysis of covariance was used to

separate the within school effects from processes operating between schools.

The findings were in general at odds with much of the polemics

of school reformt in which educational institutions are criticized for

restricting opportunity to lower class or non-white students. When verbal

ability is assumed to adequately differentiate pupils, as a criteria for

placement, there is little evidence for discrimination within schools in

placement, and no evidence of racial bias. Differences in tested ability

accounted for most of the observed segregation within schools by race and

class, and in general the effccts of verbal ability were 3-4 times as

important as the combined effects of fathers education, occupational
prestige, and uumber of siblings in the family. Including test scores

in the equation revised the effects of race on placement, indicating a

small but significant advantage for non-white pupils. Such a finding

suggests schools may be responding to the higher aspirations of non-

whites for college attendance.

The literature on school effects and the distribution of
resources between schools has tended to suggest relatively small effects

in predicting differential achievement. The distribution of resources
within schools is quite difficult to measure, although a strong argument
could be made that students in the college preparatory curriculum are
more exposed to labs, libraries, better teachers, a more academic orienta-

tion, and brighter, mwre-motivated peera than students in other programs.
If suth variables influence achievement even slightly, the effects within

schools would tend to augment these differences. Students were asked

how often they saw counselors, and how much encouragement they received

to pursue their education. The strongest relationship between perceived
encouragement and.numther of reported visits to the counselor was the

students curriculum. Neither social class nor race contributed much

additional explanatory power. While these results are only suggestive,

they lend support to the notion that structural differentiation within

schools influences the allocation of resources and rewards by assignment.

Advantaged pupils would seem to receive somewhat more encouragement and

2
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to have somewhat more access to counselors; however, these resources
depend on curriculum assignment, rather than being allocated directly.
by social class or racial ba:kground.

The probability of being placed in a college prep curriculum
depends on how large the track is, as well as the individual determinants.
The present research concludes that differences between schools are not
particularly important, and that most of the variance depends on differences

_between individuals, rather than schools.

Several alternative models of placement are examined in order
to determine how outcomes might change using different criteria. A system
which operated entirely meritocratically, in that achievement scores
were the only criteria, would result in fewer non-white students in college
tracks,than at present, and very little redistribution by social class.
An "open enrollment" model, which placed all students with college aspira-
tions in the college curriculum would increase the proportion from about
50.2% to 65.1%, but would not substantially alter the composition by
social class and race. In general, the policy conclusions resulting from
this analysis indicate that educational institutions are utilizing test
scores much more than background factors, to differentiate and channel
pupils. If more equality of outcomes is desirable, one must question the
relevance of tests as a criteria, rather than focusing on schools as
agents generating inequality through perpetuating status differentials.
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iCHOOLe GROUPING, AND STRATIFICATION IN URBAN HIGH SCHOOLS

-

The -focus of this study is 'on- tl.e determinants and

outcomes of educational grouping in--public high schools.

"The form of grouping-to be investigated is tlie assignment

- of students to a college preparatory curriculum or an al-
.

ternative track; particular attention is devoted to the

relationships between curriculum, on the -one. hand, and

family background, race and achievement, on the other. The

effects of schools on student achievement and assignment

, probabilities and the implications of differential school

policies and resources are also explored. The effects of

curriculum assignment on student aspirations and grades are

examined, for each of forty-eight high schools in the urban

north.

Schooling and Stratification

The framework of the analysis interprets schooling

as a fundamental linJ between background factors and adult



status in the "socio-economic life-cycle" of the individual.

The study is conceived as a contribution to research on

schools conducted in the past and an elaboration of socio-

logical understanding regarding the educational process.

The "basic" model of stratification proposed by Dunca and

Blau
2

considers educational ateainment as a crucial variable

mediating the effects of background factors on individual

occupational attainment. In this chapter the relevance of

stratification within schools will be reviewed and the

rationale and research strategy for the present study dis-

cussed. The implications of previous research are assessed,

and an overview of the analysis presented.

Schools are institutions which perform a unique

.funciion in modern society. Education is both"a symbol

of social position and a means by which higher position may
3be acnieved." Public Schools are institutions charged with

1
Otis Dudley Duncan, "Discrimination Against Negroes,"The Annals, CCCIJOCI (May, 1967) 87.

2Peter M. Blau and Otis D. Duncan, The American
Occupational Structure (New York: John Wiley, 1967),
Chapters V and VI.

3Howard
S. Beckev., "Schools and Systems of Strati-fication," in Education.et , edited by A.H. Halsey, Jean Floud, and C. Arnold Anderson (New York:

The Free Press of Glencoe, 1961), p. 93.



providing equal educational opportunity to students, while

socializing students and serving as crucial intermediaries

in distributing adult roles and status. Nearly half a

century ago, Sorokin discussed the central dualism of edu-.

cation .

Up to the last few years, the school was regarded
primarily as an educational institution. Its- socialfunction was seen in 'pouring' into a student a
definite amo-unt of knowledge and,- to some extent,
In shaping his behavior. The testing, the selective,
and the distributive functions cif the school were
almost completely overlooked, although these functions

- of the school are scarcely less important than that
of "enlightment" and education. . . . At the present
.moment it is certain that the school, while being a
°training and educational" institution, is primarily
.a piece of social machinery which tests the abilities
of the individuals, which sifts them, selects them,
and decides their prospective social..position.4.

The conflict between the -democratic mandate of equal edu-

cational opportunity and the critical task of student

selection and differentiation is intrinsic to the American

school system. While "contest mobility" 5 is the American

4Pitirim A. Sorokin, Social and Cultural Mobility
(New York: The Free Press of Glencoe, 1964), Chapter IX, p.188.'

°Ralph H. Turner, "Sponsored and Contest Mobility.
and the School System," American Sociological Review,
Vol. XXV, No. 5 (Mardi, 1960).



norm, schools are delegated with both creating and sponsor-

. ing the talent needed for technological.development and

industrial growth.

Schools are also viewed by educators and laymen

alike as a critical means of individual social mobility.

The critique of schools is frequently argued from precisely

this premise; that is, sdhools have failed or are failing

to equalize life chances for the children of the poor. As

Clark argues, "American public sdhools have become instru-

ments in the liolocking of economic mobility and in the in-

tensification of class distinctions rather than fulfilling

.6their historic function of facilitating suCh mobility. I

will argue that the apparent contradiction between studies

of social mobility and studies of differential achievement

must be viewed in this perspective.

Schooling cannot insure upward mobility, or determine
-

the extent of mcbility. Schools must implement the values

of the larger society, and select and reward on the basis

6
Kenneth B. Clark, "Alternative Public School

Systems," Harvard Educational Review, XXXVIII (Winter,
1968), 101.

Oa.



of achievement. The "aznount" of social mobility desirable

or possible is not an empirical question, and the observed

relationship between background and achievement is not

.necessarily indicative of a failure by schools. One must
. .

guestion the mechanisms through WhiCh the schools select

and differentiate students, rather than only the observed

:.outcomes, in order to criticize the process.

The persistence of inequalities in educational out-

comes is a necessary but not sufficient cause to argue that

schools are in part responsible for perpetuating social

class and racial differences in American society. Achieve-

ment tests are standardized using national norms, and not

a specific subject matter taught in a giiten school in a

particular period of time. They may well measure differences

in innate ability more accurately than what is either taught

or learned in school. The possibility of cultural bias in
all such tests is frequently offered as an alternative t

a model of genetic differences; 7
however, if the tests are

7See
I. Longe, "Differences on Bias in Tests of

Intell igence " in Anne Anastasi (ed. ) , Testing Problems
in Perspective (Washington: American Council on Education,
1966).



measuring individual differences in innate ability, the

persistence of racial and social class effects may be due

to persistent biological differences, rather than the

product of educational opportunities, or discrimination

8within schools. The degree to which schools alter or

effect patterns of achievement is not a relevant question

as long as the criteria reflect both scholastic aptitude

and scholastic achievement.

Secondly, the relationship between social mobility

and education is a complex process, and only partly depends

on achievement. Schools certify students through gradu-

ation, as well as transfer knowledge, and the effects of

staying in school may well be as important as what is

learned.
9

Ekland has observed that the "certification,"

or 'sheepskin" effect, may be far more important than

differences in school quality.
10

While Hauser has argued

;

Otis Dudley Duncan, "Ability and Achievement,"
Eugenics Quarterly, XV (March, 1968), pp. 1-11.

9
Robert Mason Hauser, "Family, School, and Neigh-

borhood Factors in Educational Performances in a Metro-
politan School System" (unpublished doctoral dissertation,
University of Michigan, 1968).

10
Bruce K. Eckland, "Academic Ability, Higher Edtica-

, tion, and Occupational Mobility," American Sociological Re-
view, 'MX (October, 1965), pp. 735-46.



that achievement and years of school completed are redundant

measures of the schooling process, 11 they are not perfectly

correlated. The linkages between achievement and success

in later life have not been clearly delineated, and the

evidence suggest the relationship is far from perfect.'
2

Although grades are important determinants of admission to

both college and graduate school, grades and adult achieve-
/

ment are not highly associated. Hoyt concludes a detailed

survey of the literature on college grades to later achieve-

.. ment with extensive recommendations for improving the evalu-

ation and selecticn procedures in higher education, since

"present evidence strongly suggests that college grades bear

little or no relationship to any measures of adult accomplish-

ment.,13 The most comprehensive treatment of social mobility

11
Robert M. Hauser, "Schools and the Stratifica-

tion Process," American Journal of Sociology, LXXIV, No.
6 (May, 1969), p. 587.

12
See David E. Lavin, The Prediction of Academic

Performance (New York: Russell Sage Foundation, 1965); and
Donald P. Hoyt, "The Relationship Between College Grades
and Adult Achievement. A Review of the Literature." ACT
Research Reports, Nct. 7 , September, 1965; and C. J. Bajema,
°Interrelations Among Intellectual Ability, Educational
Attainment, and Occupational Achievement." Sociology of
Education, XLI (Summer, 1968), pp. 317-319.

13
Hoyt, p. 45.

A/



to date utilized years of schooling completed as the measure

of educational outcome, and found that father's occupational

prestige contributed only modestly to the occupational

attainment of the son when education was taken into account.

The model of the stratification process presented interpreted

education as mediating and diminishing the effects of back-

ground, and as being the crucial intervening variable in

intergenerational transmission of status. Equally important,

Duncan and Blau demonstrated that most of the variation in

educational attainment must be explained by factors other

than status of origin. 14

The empirical linkages between achievement in

school and occupational attainment have not been fully

explored both because longitudinal data is sparce, and be-

cause few studies have adequately specified which "achieve-

ment" variables are important for success. Panel studies

attempting to follow students through school have rarely

succeeded in accumulating sufficient data on a representa-

tive sample of students to justify inferences regarding the

process of attainmerA. Two large longitudinal studies begun

4
Blau and Duncan, The American Occupational

Structure.



in the early sixties will perhaps rectify the deficiency;

however, the data is not as yet complete. 15 Data assimi-

lated by Duncan for illustrative purposes provides an in-

triguing source of materials, although it does not apply

to any particular population with certainty. In general,

Duncan found that early intelligence haé a large direct

effect on educational attainment, after controlling back-

ground differences, While intelligence measured later in life

has a less direct relationship to occupational success than

schooling. Duncan concluded that " . . . ability influences

adhievement insofar as it is translated into training or

skill and is certified by a formal.educational system."16

We cannot ascertain from these relationships, however,

What extent schools perpetuate background differences, or

15
See JOhn C. Flanagan, et al,, "A Survey and Follow-

Up Study of Educational Plans and Decisions in Relation to
.Aptitude Patterns: Studies of the American High School,"
Cooperative Researdh Project Nol 226 (Pittsburgh, Pennsyl-
vania: Project Talent Office, University of Pittsburgh,
1962); and William H. Sewell and Vimal P. Shah, "Socio-
economic Status, Intelligence, and the Attainment of Higher
Education," Sociology of Education, XL (Winter, 1967),
pp. 1-23.

16
Duncan, "Kbility and Adhievement," p. 9.



facilitate social mobility, since the basis of selection

and evaluation is not questioned. Innumerable studies show

that success in school is related to social class back-

ground, yet quantifying the mechanisms through which back-

ground affects achievement is a large undertaking.

Charters observes,

To categorize youth according to the social class
position of their parents is -to order them. on the
.extent of their participation .and degree of success
in the American educational system. This has been so

.
consistently confirmed by research that it now can be
regarded as an empirical law. It appears to hold
whether the social class categorization is based upon
exhaustive procedures used in Elmtown or upon more
casual indicators such as occupation cr income level.
.It seems to hold in any educational institution, .: -

public Or private, where there is some diversity in
'social class, including universities, colleges, and
teacher-training institutions as well as elementary

. and secondary schools. Social class position pre-
dicts grades, achievement and intelligence test scores,
retentions at grade level, course failure, truancy,

, suspensions from school, high schoo/..drop-outs,
c.ollege plans, and total amounts of formal schooling.
It predicts academic honors and awards in the public
school, elective school offices, extent of partici-
pation in extra-curricular activities and in social
affairs sponsored bir the school, to say nothing of A..
a variety of indicators of "success" in the formal
structure of the student soCiety. The pre-
dictions noted above are far from perfect. Inasmuch
as social class position rarely accounts for more
thanhalf the variance of school "success," the law
holds only for differences in group averages, not



..i'"iiif"
for differences in individual success.

17
- i ***11"".P.Pos.r.,

The problems of interpreting differential adhievement are

monumental, and both the importance of background and the

importance of residual factors can be overstated. Ulti-

mately, the sdhool system I cannot be expected to guarantee

equality of educational outcomes When the society cannot

guarantee equality of status, and utilizes sdhooling as a

neans of elite selection. I dhall argue that the process

ot selection and differentiation is crucial in providing for

the translation of intelligence or background status into

adult roles and status. The institutional mechanisms through

Which the sorting and selection occurs can pethaps furnish

evidence on how the process operates, and the role played

by schools, in either facilitating or hampering mobility.

In order to evaluate the "equity" of the process, the

criteria of selection and differentiation must be specified,

'and the degree to whidh sdhools meet the criteria can be a

basis for evaluating the extent to Which schools provide

opportunity to all students.

The publication of the Coleman Report generated
..

17
WC W. Charters, Jr., and N. L. Gage, Readings in

the Social Psychology of Education (Boston: Allyn and
Baron, Inc., 1963), PP. 739-40.
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considerable controversy
18

both because of what it demon-

strated and because of what it failed to show. The per-

sistence of racial differences in student achievement was

well documented. As Coleman states, "It appears that in

some areas of the country, there are experiences cnuar the

period of school that seem to widen tbe gap in achievement

between Negroes and whites--Ohile there are in none of

the regions, experiences that decrease the difference. .19

The persistence of social class differences in achievement

was also noted, and despite the difficulties in-Inference

18
See Samuel Bowles and Henry M. Levin, "The De-

terminates of Sdholastic Adhievement - An Appraisal of
Some Recent Evidence," Journal of Human Resources, III
(Winter, 1968), pp. 3-24; and James Coleman's "Reply to
Bowles and Levin," Journal of Human Resources,III (Spring,
1968), pp. 237-46; and Jahn F. Kain and Eric A. Hanushek,
"On the Value of Equality of Educational Opportunity as a
Guide to Policey" (Discussion Paper No. 36, Program on re-
gional and Urban Economics, Cambridge, Mass.: Harvard Uni-
versity, May, 1968.) Also, Glen C. Cain and Harold W.
Watts, "Problems in Making Inferences fram the Coleman Re-
port," and Replies - American Sociological Review, April,1970.

19
James S. Coleman, et al. Equality of Educational

Opportunity, Office of Education, U.S. Department of Health,
Education, and Welfare (Washington, D.C.: U. S. Government
Printing Office, 1966) This report is hereafter referred
to as EEOS.



'frail cross-sectional data, the popular Critique of schools

continued.

The single most important contribution of the Re-

port, and also the source of much controversy, was the

trivial contribution to achievement differences made by

school resources, facilities, or other differences between

schools when individual background was controlled. The

implications of this finding for both educational research

and policy, provoked considerable debate both concerning the

validity of the analysis, and the efficacy of concentrating
on schOols in order to equalize achievement diffierentials.

Considerable sociological investigation has concentrated on

schools, both as learning environments and as institutions

for the socialization of the young. The quality of educa-
::

tion has often been identified in school studies with the

quality of the school." In part such emphasis is prag-

matic, since school characteristics are often more amenable

to change than student body composition. However, the recent

20
For an extensive literature review and references

see: Edward L. McDill, Edmund D. Meyers, Jr., and Leo C.
Rigoley, "Institutional Effects on the Academic Behavior of
High School Students," Sociology of Education, XL (Summer,
1967), pp. 164-182.

jr,rr"
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empirical literature on schools strongly suggests that the

preoccupation with school quality is misplaced, both be-

cause the largest proportion of the variance in achievement,

however measured, is within schools; and because differences

between schools are severely confounded with patterns of

socio-economic segregation, or school composition .
21

The basic point to be argued in the present analysis,

hoWever, is that the effects of school resources and facili-

ties operate within schools, as well as between them. To

the extent that any resource or facility is differentially

allocated within schools, the net effect on student achieve-

ment is necessarily underestimated. A chief means,by which

education is differentiated in schools, is through tracking

and assignment policies. The comprehensive public high school

is the norm in American education, "a peculiarly American

phenomenon . . . responsible for providing good and appro-

priate education for all young people within a democratic

environment which the American people believe serves the

principles they cherish."22 The manner in which students

r
21
Hauser makes a .very similar argument in his

article, "Schools and the Stratification Process," in
American Journal of Sociology, LXXIV (May, 1969), p.

22
James Bryant Conant, The Comprehensive High School

New York: McGraw-Hill Book Company, 1967), p. 3.

....",........?%T
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are channeled and the mechanisms of selection and differ-

entiation are crucial to an understanding of how schools

function in the stratification process. The large compre-

hensive high school typically maintains separate curricula

for college-bound, or vocationally-oriented students, who

receive quite different educational inputs. If access to

better teachers, counseling, and highly motivated, aca-

demically-oriented peers affect achievement differentials

between schools, the effects operate between curricula,

within schools as well. The effects of school resources

such as laboratories, or library volumes, are also neces-

sarily understated when only students in academic programs

are'exposed to them. Inferences on the effects of school

resources in a non-experimental study are hazardous, 23
and

assessing the importance of differential allocation within

schools is not possible with data currently available. The

point should be made, however, that the "effects" of resources

depend ultimately on who uses them, and not only on which

schools have them.

23
See William Sewell, "Review," American Sociologi-cal Review, =II (June, 1967), pp. 475-479; and Robert

C. Nichols, "Schools and the Disadvantaged," Science
(December 9, 1966), pp. 1312-1314.
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Stratification within Schools

The extent of educational grouping and the results

and differences are quite relevant to the present study. In

elementary schools, ability grouping is a widespread and

diverse practice; the extent depends in part on the size and

structure of the school, with large, heterogeneous systems

:^
reporting the practice more often than smaller schools or.

districtg. Age grading, for example, is a nearly universal

form of grouping, and ability grouping frequently is both

between and within classrooms. Data collected by the

National Education Association estimated that in school

districts enrolling over 300 pupils, 27.5% of all districts

carefully grouped all pupils between classrooms, while 24.9%

reported random grouping. 24
The remainder grouped only some

children or did not report (4.4%). The same survey also indi-
,

cated that grouping was much more widespread at the secondary

level, with 85.4% of the schools reporting ability grouping.

It is also true that grouping between schools exists at the

sdcondary level, and that most American schools offer a

24
National Education Association, Research Division

Ability Grouping, Research Summary, 1968-S3, Washington,
D.C.

...



differentiated curriculum which may not be construed as

grouping.

Although Lath statistics probably underestimate the

degree to Which sdhools differentiate pupils by ability for

educational purposes, they give an indication of the scope
of the practice in American schools. Of those school

districts Whidh in 1962 had limited pi-ovisiOns, 60.1% of

the secondary schools were expanding the service While only
9 districts or .2% of the sample were curtailing grouping.25
National statistics on the criteria used to group students

is not readily availdble; for elementary schools, 88%.of
the districts reported using reading scores, and 72',4

standardized achievement tests, with ill/ reporting' teacher's

recommendations were also used. Other criteria mentioned

included other aptitude tests, grades, social maturity, or

parental desires. The larger the system, the more likely

was the district to report using tested ability as a criterion

of grouping. No comparable data exist for secondary sdhools,
although the student's desires no doubt affect the curriculum

25National Education Association, Research Division,Administrative PractiCes in Urban School District, 1958-59.Research Report 1961-R10, Washington, D.C.

Ar-
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assignment of the pupil, if not ability group placement.

The extent of grouping and the criterion used to

group pupils as well as the research results of studies of

grouping are particularly rlevant to issues in tracking. The

literature of the effects of ability grouping is voluminous,

but quite contradictory. Early studies in ability grouping

utilized the non-experimental approach, often matching stu-

dents after grouping by intelligence or background. The re-

sults often favored ability grouping, but then so did the re-

L

26
Roy 0. Bil lett, The Administration and Supervision

searchers, and often quite explicitly. An early research

summary by Billett26 reviewed 140 studies published between

1910 and 1928; 108 of these he classified as "experimental or

practical" with the following distribution of results:

TABLE 1

DISTRIBUTION OF RESEARCH RESULTS FROM EARLY
EXPERIMENTAL STUDIES OF ABILITY GROUPING

Grouping Grouping
Favorable Detrimental Doubtful Total

Uncontrolled 88 '4 10 102
Partly Controlled 1 0 1 2
Thoroughly Controlled 2. 1 1 4

of Homogeneous Grouping (Columbus: Ohio State University
Press, 1932).

W.%.,
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-

Ruth Ekstrom surveyed the literature and found:

13 studies whirth found differences, having or approach-
ing significance, favoring homogeneous grouping;fifteen studies which found no differences in achieve-ment in homogeneous or heterogeneous groups, orwhich found homogeneous grouping detrimental; andfive studies which gave mixed results, partially
favorable and partially unfavorable to homogeneous
grouping.27

In 1968, the National Education Association28 re-

viewed the most recent literature and summarized the fifty

best controlled studies published since 1960. Their re-

sults are as follows:

TABLE 2

RESULT OF ABILITY GROUPING, 1960 - 1968

Ability
Level of
Students Favorable

Detrimental or
Insignificant Mixed Total

Academically
Talented 18 17 .11 46

Average 11 10 12 33

Slow 12 17 10 39

27
Ruth B. Ekstrom, Experimental Studies of HomogeneousGrouping (Princeton, New Jersey: Educational Testing Service,1959).

28
National Education Association, Ability Grouping, p. 42.
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While most studies concentrated on achievement differentials,

other attributes have also been explored, such as self-.

concepts, 29 need-achievement, 30 feelings of self-worth, 31

and friendship choices,32 and teacher-relations.33 Generaliza-

tions are virtually impossible to make from this literature,

since so few studies utilized comparable measures or controls

and since very few bave been successfully replicated.

29Martin C. Olavarri, "Some Relationships of Ability
. Grouping to Student Self-Concept" (unpublished dissertation,

Berkeley, University of California, 1967). Abstracts 28:2518A.

"John W. Atkinson, and Patricia O'Connor, Effects
of Ability Grouping in Schools Related to Individual Differ-
ences in Achievement Related Motiviation. U.S.Department of
Health, Education, and Welfare, Office of Education, Co-
operative Research Project No. 1283 (Ann Arbor: University
of Michigan, 1963).

31Ernest Dyson, "A Study of the Relationships Between
Acceptance of Self, Academic Self-Concept, and Grouping"
(Philadelphia: Temple University, 1965). Dissertation

Abstracts 26, September 1965, pp. 1475-76.

32Francis R. Deitrich, "Comparison of Sociometric
Patterns of Sixth Grade Pupils in Two School Systems: Ability
Grouping Compared with Heterogeneous Grouping," Journal of
Educational Research, LVII (July-August, 1946), 507-13.

33Wayne William Fick, "The Effectiveness of Ability
Grouping in Seventh Grade Core Classes" (Lawrence: University
of Kansas, 1962.) Abstract: Dissertation Abstracts 23:2753-
54; February, 1963.

1.
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The most comprdhensive study of ability grouping yet

undertaken concentrated on sixth grade New York children,

and the folloWing generalization was made:

The general conclusion Which must be drawn from the
findings of this study and from other experimental
grouping studies is that, in predominately middle-class
sdhools, narrowing the ability range in the classroom
on the basis of some measure of general academic
aptitude will, by itself, in the absence of carefully
planned adaptations of content and method, produce
little positive dhange in the academic achievement of
pupils at any ability leve1.34

The findings of the experimental studies are not

directly relevant to the present study, and an exhaustive

review of the literature will not be attempted. The relation-

ihip between research and educational practice is quite

tenuous, since despite the general lack of favorable results,.

reported, grouping at all levels is increasingly found. The

paradox is perhaps partially explained by teachers prefer-

ences. In 1960, the National Education Association polled

a nation-wide sample of teachers, and reported that 87.3%

of secondary school teachers favored grouping, 8.6% opposed,

34
Miriam L. Goldberg, A. Harry Passow, and Joseph

Justman, The Effects:of Ability Grouping (New York:
Teachers College, Columbia University, 1966), p. 167.

A.



22

and 4.1/had no opinion.35

Sociologically, the experimental literature is

f

peripheral largely because the studies artificially grouped

pupils. The focus was on the differential attainment levels

of pupils When grouping was done experimentally, and not on

how schools actually grouped pupils. While grouping has

not been ghown to effect students detrimentally or positive-

ly, little attention was focused on the actual outcomes of

grouping in practice.

Sociological researdh relevant to grouping practices

can be found in the early, stratification studies on communi-

ties sudh as Warner's Yankee City (1941), in Deep South (1941)

by Davis and Gardner, and in Hollingshead's Elmtown (1949).

These classic studies were basically descriptive and relied

upon the dbservations of informants as well as colleagues;

While they provide a wealth of propositions and insights,

the early studies were generally premised on assumptions

about the stratification system whidh may be untenable .in a

more complex environment. A highly relevant summary of

.early findings on the role of the sdhool system in Yankee

City, Old City, and Hometown can be found in Who Shall Be

35
National Education Asnociation, Research Division,

"Teacher Opinion Poll: Ability Grouping,"NEA Journal,LVII
(Plebruary, 1968), 53.
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Educated? by Warner, Havighurst, and Loeb. Warner argues

that " . . . the social class of a pupil and his family bas
. .

considerable influence in the dhoice of high school curricu-
_

8" and that "the tendency for social class standards to

overrule ability leads to a good deal of redhuffling or

attempted redhuffling by the high school teachers."36 In

an era in Which educators overWhelmingly endorse universal-
.

istic standards, it seems most pertinent to inquire how

well sdhools carry out the mandate of equal educational

opportunity. Cicourel and Kitsuse (1963) studied Lakedhore

Elgh School, a large suburban sdhool with strongly academic

itandards, and concluded that

. . administrative decisions are crucial for the
process by Whidh students are qualified for college
entrance. These decisions may be independent of the
students' conege-going aspirations, and they signifi-
cantly control the flow of students through the
several curricula of the High Sdhoo1.37

Such assertions require broader support and more precise

quantification than can be provided by case studies, however

36
W. Lloyd Warner, Robert J. Havighurst, and Martln

B. Loe, Who Shall Be Educated? (New York: Harper and Brothers,
.1944), p: 64.

"Aaron V. Cicourel, and Jbhn I. Kitsuse, The Educa-
tional Decision-Makers (Nn/York: The Bobbs-Merrill Company,
Inc., 1963), p. 23.
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provocative the results. Arthur Stinchombe studied the re-

lationships between track placement and rebellion in a small

Western High School. 38 Although he could not control for

intelligence, he found track placement related to deviant

behavior after controlling for social class. The interpre-

tation offered was that the *student had no vested interest

in the school, and rebelled to show resentment.

Theoretically, the process of stratification in

schools closely resembles that in the society at large.

Assignment to a curriculum represents the schools evalua-

tion of the student's potential as well as effecting his

chances of continuing his education. Data collected by

Project Talent in 196039 of the high schocil seniors indicated

that 76.4% of the students in the college prep track began

college the following fall, while only 15.2% of those in

another curriculum did so. Tracking can be viewed as a

form of segregation by social class and race within schools,

38
Arthur I. Stinchombe, Rebellion in a High School

(Chicago: Quadrangle Books, 1964).

39
John C. Flanagan and William W. Cooley, Pro ect

Talent: One-Year Follow-Up Studies. U.S.Department of Health,
Education, and Welfare, Office of Education, Cooperative Re-search Project No. 2333 (Pittsburgh, Penna: University of
Pittsburgh, 1966).



reinforcing and augmenting segreation between schools. The

degree of bias in assignment and the determinates of place-

ment are critical to our understanding of the mechanisms of

selection and differentiation present in schools. Mile a

stated objective of grouping is to -distinguish ability and

provide individual attention, it is necessary to assess how

adequately schools perform this task. The criticism of

schools ai impeding social mobility cannot be based on the

persistence of achievement differentials alone; if schools

discriminate by social class or race when ability level.

is controlled, the case against schools is more compelling.

The present study is concerned with the process and de-

terminates of curriculum assignments in forty-eight compre-

hensive public high schools. A model of the process of

stratification Within schools will be presented, and

elaborated to include grades, and aspirations, as well as

background factors and achievement. The prime objective

is assessing the relative importance of social class and

race in placement.

4.

An Overview

In the following chapter, the sample analyzed is
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described and comparisons are made between the forty-eight

schools selected and the complete Equality of Educational

Opportunity Survey, as well as census publications. The

basic model and methodological justification is presented

in Chapter III. Chapter IV presents the results of the

analysis regarding social class and curriculum assignment

in the forty-eight schools. The results obtained from

pooling the entire sample, confounding within and between

school effects, will be compared to results obtained from

the within school model, and results obtained when the co-

.efficients are averaged across separate equations computed

for each school. The magnitude of interactions is explored,

and several explanatory variables are introduced to explain

the observed interactions. In Chapter V the relationship

between race and curriculum assignment is explored. The

analysis by race was restricted to fifteen high schools

which reported a non-white enrollment exceeding 10% of the

total school. An essentially comparable analysis of inter-

actions observed is reported. In Chapter VI, the relation-

ship between curriculum assignment and access to counselors

is explored. The amount of encouragement a student receives

from counselors is related to track placement, ability and



background factors. Counseling is the only variable

available in the present study to compare the differential

allocation of a school resource between tracks. Chapter VII

explores the determinants of placement between schools,

and attempts to relate structUral variables, such ath size

and composition to differences in policies. The effects

of schools on assignment are decomposed, to assess the

iiiportance of composition and context in assignment.

Chapter VIII presents the summary and conclusions of the

present analysis, as well as drawing possible policy impli-

catiOns of the reseaich.

37



CHArTER II

THE SAMPLE AND THE DATA

The present chapter dhall focus on the units of

analysis and the comparability of results with other studies.

Particular attention is devoted to comparing the student

distribution by class and race.

The Sample

The data for this analysis was a sample of high

schools selected from the Equality of Educational Opportunity

Survey conducted in the early fall of 1965. The Survey repre-

sents the most massive canvass of students and schools ever

attempted in the United States, including data on more

than 645,000 pupils in grades one through twelve. 1
The

original sample design consisted of a stratified, two-stage

probability sample; the primary units for the first stage

were counties, stratified by region and metropolitan loca-

tion. The sampling ratios for the 'second stage were

1
See Coleman, et al. EMS for details of the Con-

gressional mandate.

28
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counties, stratified by region and metropolitan location.

The sample ratios for the second stage were established

according to the proportion of non-white students within

the urban and regional units, since the number of non-white

students to be included had been set at 450,000. The largest

21 metropolitan areas were included with a probability of

1.00*. while the ismaining units were randomly selected.

. Within each county and metropolitan -area, a complete list

of all public secondary schools was obtained from the State

Departments of Education with non-white enrollment in each

school indicated. The secondary schools were then stratified

into five groups depending on the racial composition of the

student body, and froM each of the strata defined by region,

metropolitan location, and racial composition. Students in

the lower grades were included if they were identified as

feeder schools to the high school selected. All question-

naires and test instruments were mailed; the principal,

superintendent, and teacher forms were self-administered,

while the teaching staff was asked .to test every 'student in

the school. No infoipation is aVailable on the adequacy or

comparability of test conditions, administration, timing,

or biases due to absenteeism. It can be expected that such
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differences influence the quality of the data.

The procedure has been detailed because despite the

careful planning and execution, the data collected have been

criticized as being inadequate and not representative. 2
The

major reason for such criticisms is the non-response rate

within sampled units; and the decision of several large

metropolitan districts, sudh as Los Angeles, Chicago,

Boston and Columbus, not to participate. The original

sample consisted of 1,170 high schools, but only 818 or

70% returned usable principal questionnaires and 67% or 780

sdhools returned 'pupil data.
3

There were, in the final

sample, 689 schools Which included both principal and

student data. Table 3 outlines the composition of schools

in the original sample and the number responding.

2
See Samuel Bowles and Henry M. Levin, "The Deter-

minates of Scholastic Achievement - An Appraisal of Some
Recent Evidence," J3urnal of Human Resources, III (Winter,
1968), pp. 3-24; and James Coleman's "Reply to Bowles and
Levin," Journal of Human Resources, III (Spring, 1968), pp.
237-46; and John F. Kain and Eric A. Hanushek, "On the Value
of Equality of Educational Opportunity as a Guide to Policy,"
Discussion Paper No. 36, Program on Regional and Urban Eco-
nomics (Cambridge, Mass.: Harvard University, 1968). Also
Glen C. Cain and Harold W. Watts, "Problems in Making In-
ferences from the Coleman Report." and Replies, American
Sociological Review, XXXV (April, 1970), p. 228.

3
EEOS, p. 565.

40
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NUMBER OF HIGH SCHOOLS IN ORIGINAL EQUALITY OF EDUCATIONAL
OPPORTUNITY SURVEY BY LOCATION AND RACIAL COMPOSITION

(RESPONSE RATE)

0-10% 10-25% 25-50%

United States 337 (.65) 69 (.77) 52 .:.73)
Non-Metropolitan 223. (.63) 43 (.84) 28 (.76)

North and West 78 (.81) 27 (.90) 22 (.76)
South 118 (.56) 6 (1.00) 1 (1 . 00)

Southwest 27 .(.59) 3.0 (.67) 5 (.71)

Metropolitan 114 (.70) 26 (.6e) 24 (.71)
Northeast 44 (.88) 8 (.67) 15 (.79)
Midwest 30 (.67) 6 (.43) 4 (.44)
Southeast 18 (.53) 1 (1.00) 4111 OM NM

Southwest 3.1 (.69) 3 (1.00) 2 (1.00)
West 11 (.65) 8 (1.00) 3 (.75)

Source: EEOS, Table 9, 6, 3, p.567.

41
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TABLE 3Continued

50-75% 75-100% . Total

17 (.68) 305 (.65) 780 (.67)

4 (.67) 239 (.64) 5.37 (.65)

3 (.60) 21 (..88) 150 (.82)
ilow 1111w 177 (.60) 302 (.59)
1 (1.00) 41 (.73) 85 (.68)

13 (.68) 66 (.69) 243 (.70)
6 (.75) 7 (.88) 80 (.82)
6 (.75) 6 (.67) 52 (.61)

35 (.65) 54 (.61)

15 (.75) 31 (.74)
1 (.50) 3 (.60) 26 (.72)

42
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t,

/he objective of the present study was to assess

both the determinants of tracking on the individual level

and the process of grouping as a phenomenon associated with

sChools. Since utilizing all of the available data for high

school students would have involved exhorbitant computer

costs, it was necessary to sample. The procedure Coleman

utilized was to select 1,000 students randomly from each
-

grade level for extensive analysis, and to weigh them by the

sampling ratios of the.appropriate strata. The present re-

seardh design entailed both school and individual-level

analysis, so it was decided to select schools and include

all students from those high schools selected. The criteria

used to select schools for analysis was somewhat arbitrary

in that it was not random; the purpose was to obtain a

structurally homogeneous sample of sdhools with data from

both principals and pupils, in order to be able to compare

policies across schools. More than two thirds of the sdhools

in the Equality of Education data bank were located outside

of Standard Metropolitan areas. These rural schools were

coniderably smaller than the.average urban school, and

. more likely to have only one curriculum. The decision was

made to limit the analysis.to urban schools, .following

43
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Coleman's definition of urban. The second criteria used

was structural. Even in the urban sample, schools differed
-- . . .

considerably in grade composition; many smaller schools

included all twelve grades While larger districts main-

tained bcth junior and senior high schools. Initial analysis
_

showed that an important determinant of tracking and group-

ing policies wus the size and grade composition of the

sdhool, whidh confirmed other data sources. Schools Which

had a limited total enrollment or a small number of students

in any single grade were more likely not to track all stu-

dents. Since it was desirable to have data on two different

grade levels in the same school, senior high schools which

did not include ninth grades weie eliminated from the

analysis. Schools which included grades below the ninth

were also eliminated. The reason for this was that the

principals' responses to questions of policy, or concerning

facilities and teachers in sdhools which included lower

grades would not refer to high school students equally.

Ten high schools which the principal reported were voca-

tional schools or sdhools enrolling slow learners were also

omitted. The resulting sample consisted of 80 urban four-

year high schools, with a comprehensive curriculum Which had
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principals' data. Twenty-one of these sdhools were missing

data on either the ninth or twelfth graders4, and so they

were also excluded. Table 2 gives the region and racial

composition of the 60 selected sdhools and a similar break-

down for all the urban schools in the complete survey. The

twelve Southern schools were also omitted from the final

analysis, although initially we considered treating them

separately.

An analysis of the possible biases.introduced by

limiting the schools to .four-year high schools was attempted.

lhe Office of Education reported that roughly one fourth of

all public high sdhools were four-year, 9-12 schools. In

the Equality of Educational Opportunity Survey, 207 of the

total 818 principals.reported this grade composition. In

the urban sample, one third of the high sdhools originally

sampled had this grade composition. A comparison of the

distribution of- all *high sdhools and four-year high schools

in the Survey showed no differences in location, class of

4Thirteen schools were missing data on both 9th
and 12th grades; five schools lacked 12th grade data.and
three schools had noninth grade data.



A 0
1

T
A
B
L
E
 
4

M
E
T
R
O
P
O
L
I
T
A
N
 
H
I
G
H
 
S
C
H
O
O
L
S
B
Y
 
R
E
G
I
O
N
 
A
N
D
 
R
A
C
I
A
L
C
O
M
P
O
S
I
T
I
O
N

IN
 O

R
IG

IN
A

L
 S

A
M

PL
E

 A
N

D
 I

N
9-

12
 S

U
B

S'
 A

M
PL

E
*

41
11

11
11

11
11

11
11

1.
.

T
O
T
A
L
 
M
E
T
R
O
P
O
L
I
T
A
N
 
S
A
M
P
L
E

T
o
t
a
l

0
-
1
0

F
O
U
R
 
Y
E
A
R
 
H
I
G
H
 
S
C
H
O
O
L

T
o
t
a
l

0
-
1
0

1
0
 
2
5

2
5
-
5
0

5
0
-
7
5

7
5
-
1
0
0

1
0
-
2
5

2
5
-
5
0

5
0
-
7
5

7
5
-
1
0
0

II

N
o
r
t
h
e
a
s
t
 
4
4

8
1
5

6
7

8
0

12
(2

)
1

(2
)

4
1

-
(
2
)

1
8

(
6
)

M
i
d
w
e
s
t

3
0

6
4

6
6

5
2

1
2

(
2
)

3
(
3
)

2
(
2
)

2
(
1
)

3
 
(
1
)

2
2

(
9
)

S
o
u
t
h
e
a
s
t

1
8

1
,

-
-

3
5

5
4

.
4

(1
)

-
-

5 
(1

)
9

(2
)

S
o
u
t
h
w
e
s
t

1
1

3
2

-
1
5

3
1

1
(1

)
3.

1
:
3
.

(1
)

w
e
s
t

1
1

8
3

1
3

2
6

4
(
2
)

2
2

0
 
(
1
)

8
(
3
)

T
O
T
A
L
 
1
1
4

2
6

2
4

1
3

6
6

2
4
3

3
3

(
8
)

7
(
5
)

8
(
2
)

3
(
1
)

9
 
(
5
)

6
0

(
2
1
)

*
N
o
t
e
:

S
c
h
o
o
l
s
 
w
i
t
h
 
m
i
s
s
i
n
g

p
u
p
i
l
 
d
a
t
a
 
a
r
e
 
p
r
e
s
e
n
t
e
d

i
n
 
p
a
r
e
n
t
h
e
s
i
s
.



37

pupils served, or racial composition. The schools selected

were, however, somewhat larger, employed more teachers, were

somewhat more likely to have full-time guidance counselors,

'accelerated curriculums, and to track all students. These

differences were not unexpected,' given the selection cri-
teria, and it is not clear how important they are in the
analysis. If the original sample had been strictly random,
a :..Andom selection procedure would have enabled one to

generalize to all high schools, or to all schools of a cer-
tain type. Since it seems difficult to argue that the sample

is representative of any particular universe of schools, the
decision was made to analyze the selected 48 schools

separately, and ignore the sampling quotas and weights as-
signed by the Survey staff. The forty-eight schools repre-
sent twenty-seven different standard metropolitan areas in
seventeen states or the District of Columbia.

Table 5 lists the urban areas inclu.:td with the
number of schools and students included. It should be
pointed out that the schools are not necessarily representa-
tive of the region, state, or metropolitan area in which
they are located. The analysis of differences between

schools, -despite variability in many school characteristics,
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TABLE 5

SCHOOLS SELECTED FOR ANALYSIS BY*METROPOLITAN
LOCATION, AND SIZE OF SAMPLE

chool. Location

NEW ENGLAND
Portland, Maine
Boston, Mass.

Lrall River, Mass.

D-ATLARTIC
Baltimore , Md .

Atlantic City, N.J.
Newark, N.J.
Trenton, N.J.
Wilmington, N.J.
Buffalo, N.Y.
New York City
Philadelphia, Penn.
Scranton, Penn.
Washington, D.C.

GREAT LAKES
Chicago, 111.
Peoria, Ill.
Evansville, Ind.
Detroit, Mich.
Canton, Ohio
Cincinnati, Ohio
Green Bay, Wis.
Milwaukee, Wis.

PLAINS
St. Louis, Mo.
Omaha, Neb. 4.

No. of Schools Students Sampled

1
2
1

9th 12th

240
492
480

222
425
300

1 63 423
1 756 602
2 689 577
1 219 137
1 255 1512

2 635 585
3 852 2, 086
1 539 531
1 252 461
1 528 392

1 83 76
3 849 645
5 1,917 1,477
1 105 360
1 624 470
1 121 52
1 187 148
5 1, 257 1, 081

3 1,186 793
3. 212 580
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TABLE 5--Continued

ofSchool Location NO. Schools Students Sampled

FAR WEST

9th 12th

Bakersfield, Calif. 4 2,137 1,676Sacramento, Calif. 2 838 1,039San Francisco, Calif. 1 312 227Portland, Oregon 1 66 . 63

TOTAL SAMPLE SIZE 48 15,894 15,384
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revealed considerable uniformity in outcomes among stu-

dents. It seems safe to argue that the selected schools

represent a cross-section of four-year urban high schools

located outside the South, with an over-representation of

schools in which non-white students were enrolled. The

following section compares the distribution of students

to census publications.

The Student Data

The student data analyzed represents the total

number of students in the forty-eight high schools selected,

or over 30,000 cases. It is pertinent to inquire how repre-

sentative these students are of all high school students

in northern, public high-schools. As discussed earlier,

the racial composition of the sample can be expected to

differ fram tbe total population, since sdhools were selected

differentially according to racial composition for the

Equality of Educational Opportunity Survey. We cannot

compare the distribution of school6 or characteristics,

since relevant comparative information is not available.

Census data has been,compiled, however, which allow us to

make a few comparisons. To myknowledge, no rigorous
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compar:son has been made between the distribution of re-

spondents in the EEO Survey with a national reference

group.

Table 6 presents the .pexcentage dis..ribution of re-

spondents by race and sex in the forty-eight hools, and

a comparable distribution compiled from census data on

school enrollment. The tabulations compiled from the Survey

represent the total distribution of both ninth and twelth

graders pooled. The most comparable census figures avail-

able were chosen, although they do not reflect a strictly

comparable population. The census figures refer to sdhool

enrollment in fall of 1967, not 1965; detailed figures were

not available for the earlier year. The census figures are

for the total population in a standard metropolitan statisti-

cal area of 250,000 or more, for the entire country, includ-

ing the South, enrolled in a public high school in grades

nine through twelve. The metropolitan regions dhosen for

analysis from the EEO Survey may differ from fhe national

total, and we do not have information on tenth or eleventh

grade pupils. The comparisons are, therefore, merely sug-
I.

gestive of differences. The present sample includes approxi-

mately twelve percent more non-White students fhan one would
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TABLE 6

PERCENTAGE DISTRIBUTION OF RESPONDENTS BY SEX AND
RACE FOR SUBSAMPLE AND FOR CENSUS TABULATIONS

ON SCHOOL ENROLLMENT IN GRADES NINE
THROUGH TWELVE, OCTOBER 1967

Sex and Race
EEOS

Sub-sample Census Tabulation*

White 71.6 83.6

male 35.3 43.0

female 36.3 40.6

Non-White 28.4 16.4

male 13.8 8.2

female 14.6 8.2

*Source: U.S. Department of Commerce, Bureau of the
Census, Current Population Reports, Series
P-20, No. 190, "School Enrollment."
U.S. Government Printing Office, Washington,
D.C.,1969. Compiled from Table 12, pp. 29-
31.
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expect randomly, nd an excess of females slightly over two

per cent. The racial differences were expected, while the

sex difference is less easily explained. It is possible

that differential absenteeism, or excessive unuseable instru7

ments returned by males account for the observed difference

in sex ratio.

Table 7 presents a similar comparison of enrollment

data with tabulations from the census. The distributions

are non-comparable in population base for the reasons cited

above.. Additionally,the census figures include rural areas,

and are only compiled for dependent Children in primary

families; the EEOS tabluation is based on the educational

*attainment of fathers, not head of household.

It is apparent from Table 7 that the students sampled

reported slightly more years of school completed than the

census would suggest was accurate. The difference is no doubt

partially accounted for by including the Southand rural

areas, particularly for non-Aites. However, it is also

probable that students over-ertimated the education of their

fathers. The concentration of responses in fhe category high

school graduate is particularly suspect, and fhe differences

between the census figures and survey are probably due to.

response error.
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These differences, although crude at best, are in-

structive both to assess how adequately th4 30,000 students

analyzed are representative of the nation, and to estimate

the degree and direction of misreporting. The reliability

of the data is discussed in more detail in the Appendix.

The distributions presented suggest that the present schools

are atypical with respect to race, although the composition

within racial categories probably reflect roughly the
..

extent of individual differences. The distributions also

suggest that misreporting is a significant source of error

in addition to non-response.
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7_2 as.si.E-F. CHAPTER III

BASIC MODEL OF WITHIN SCHOOL STRATIFICATION

The theoretical orientation of the present analysis

is an explicit formalization of the process of stratification

within sdhools, and the determinants of placement. The

present dhapter ill focus on the substantive and empirical

justification of the model presented, and describe the vari-

ables chosen for analysis. The techniques of analysis used

will be reviewed and the postulated model presented; the

implications of the causal assumptions employed will be

examined.

The substantive assumption embodied in the analysis

is that social stratification in bigh schools replicates and

reinforces the stratification system of the larger society.

The focus is on the institutional medhanisms which channel

students into adult"roles, rather than on the status system

within schools; no attempt will be made to formulate or de-

fine What constitutes social status among students in the

high school or adolescent peer culture.
1

The high school

1
In contrast to such work as James Coleman, The Ado-

lescent Society (NewYork: The Free Press, 1961).
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is viewed as an institution Which selects, differentiates,

and socializes pupils for positions of relative status in

the larger society.

The mechanism of selection of present concern is the

assignment of pupils to a college preparatory curricula.

The educational differentiation implicit in placement serves

to stratify and segregate students within sdhools, just as

occupetional status later reinforces social barriers. Assign-

ment to a college curriculum is strongly related to actual

college attendance, both because the academic track prepares

students to meet college admissions requirements, and provides

encouragement and reinforcement from teachers, peers, and

counselors for college aspirations. Placement may also be a

source of some prestige. If the educational system functions

both as the institutional means for social mobility and means

of elite selection, it is pertinent to inquire into the

mechanisms at work within sdhools.

The process of selection and stratification can be

approached from two perspectives. Descriptively, one can

assess the determinants of placement in a social system as

a product of medhanisms operating within that system. An

evaluation or critique of these medhanisms, however, requires
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a comparative frimework, whether the focus is on the norma-

tive functioning of the process, or on the effects produced.

The dynamics of occupational mobility in a social structure

are logically distinct from a critique of the process, al-

though the latter presupposes a knowledge of the former.

The relative importance of ascription or achievement, for

example, can be analyzed without reference to evaluative

concerns. The implications of the postulated model of within

school stratification are great for both social and educa-

tional policy; however, the analysis is basically descriptive,

rather than evaluative.

The process is not, quite obviously, independent of

student desires. In the present sample of students, eighty-

four per cent of the twelfth grade students stated that the

curriculum to which they were assigned was of their own

choice. While this perhaps overestimates the degree of

choice actually present, schools may serve merely to instru-

mentalize ambitions. The choice of an occupation also re-

flects individual volitions, as constrained by the demands

and opportunities of a labor market. The determinants of

assignment in the present framework reflect the descriptive

operation of a social system, which can help or hinder the
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individual student, rather than a disgression into evalu-
I.

ation. The critique of stratification in a social system

necessarily depends on comparison, Whether with a real or

ideal alternative. A critique of curriculum structures could

be based on either the determinants of placement or the out-

comes produced. One might criticize the criteria and values

prevalent or the societal consequences of segregation by

ability. However, it seems virtually impossible to deal

with such questions without implicit value judgements and

speculation. The implications of the research for social

and educational policy are postponed until the final chapter,
^

Where the discussion will involve an explicit comparison of

alternatives.

The Variables

The variables chosen for analysis teflect the sub,

stantive issues involved in the analysis. The determinants

of placement in a college curriculum are presumed to be the

student's background and his ability level. The three

measures of student background chosen were: (1) the educa-

tional attainment of his father, (2) the father's occupa-

tional prestige, and (3) the number of .siJolings present in

59
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the family. The survey asked students the following

questions which were coded as indicated below.

SURVEY QUESTION CODED

How far in school did your father go?

(A) None, or some grade school 4

(B) Completed grade school 8

(C) Some high school, but did not graduate 10

(D) Graduated from high school 12

(E) Vocational or business school after
high school 13

(F) Some college, but did not graduate 14

(G) Graduated from four-year 16

(H) Attended graduate or professional school 18

(I) I don't know Oa

What work does your father do? You probably will not

find his exact job listed, but check the one that comes

closest. If he is now out of work or if he's retired,

mark the one that he usually did. Mark only his main

job if. he works on more than one.

(A) Technicalsuch as draftsman, surveyor,
medical or dental technician, etc. 76
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SURVEY QUESTION CODED

(B) Official--such as manufactmner, officer
in a large company, banker, government
official or inspector, etc.

(C) Manager--sudh as sales manager, store
manager, office manager, factory
supervisor, etc.

Proprietor or owner--such as owner of a
small business, wholesaler, retailer,
contractor, restaurant owner, etc.

(D) Semi-skilled worker-l-sudh as a factory
machine operator, bus or cab driver,
meat cutter, etc.

Clerical worker--such as bankteller, book-
keeper, sales clerk, office clerk, mail
carrier, messenger, etc.

. Service worker- -such as barber, waiter,etc.

77

69

Protective worker--sudh as policeman, de-
tective, eheriff, fireman, etc. 50

(E) Salesman--such as real estate or in-
surance salesman, factory representa-
tive, etc. 75

(F) Farm or randh manager or owner 47

(3) Farm worker on one or more than one farm 17

(R) Workman or laborer--sudh as factory or
mine worker, fieherman, filling
station attendant, longshoreman,etc. 31

(I) Professional--sudh as accountant,artist,
clergyman', dentist, doctor, engineer,
lawyer,' librarian, scientist, college
professor, social worker, etc.

_

61
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SURVEY. QUESTION CODED

(J) *Skilled worker or foreman--such as
baker, carpenter, electrician, en-
listed man in the armed forces,
mechanic, plumber, plasterer, tailor,
-foreman in a factory or mine, etc. 44

(K) Don't know 33

3. -How many brothers and sisters do you have al-
together? Include stepbrothers and stepsisters
and half brothers and half sisters, if any.

(A) None

(B) 1

(C) 2

(D) 3

(E) 4

(F) 5

(G) 6

(H) 7

(I) 8

(J) 9 or more.

0

1

2

3

4

5

6

7

9

The educational attainment of father, and the number of sib-

lings present were coded as actual values in years of school

or numbers of childrdn as indicated. Coding the occupational

categories was problematic, both because`the original survey

62
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askc -Audents to respond to census categories representing

father's occupation and because the survey miscoded re-

sponses in one case, grouping responses of "clerical workers"

with those of "service" and "semi-skilled" workers. The low

overall response rate is perhaps indicative of the confusion

students experienced in responding wath occupational cate-

gory. Initially, the occupational categories were coded

utilizing Duncan' s occupational prestige scale; 2
however,

in view of the low response rate and the unsatisfactory

coding scheme adopted by the Report, it was felt an internal-

ly consistent scale would be preferable. The original Duncan

scale was constructed by regressing the prestige scores of

occupational categories on the educational attainment and

income of persons in occupational categories. Since income

was not asked in the survey, on/y the distribution of re-

sponses to educational attainment by occupation were ob-

tained. For each occupational category, the proportion .of

students Who stated that their fathers had graduated from

high school or higher education was calculated, and used to

2
Otis D. Duncan, "A Socioeconomic Index for All

Occupations," in Occupations and Social Status, ed., Albert
J. Reiss (New York: The Free Press, 1965).
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code occupations.

If possible, it would have been more desirable to

include the proportion earning incomes above $3,5000 as well,

and to hame calculated a code based on both values weighted

by the multiple regression coefficients presented by Duncan.

However, the data was not available, and it is doubtful that

the resulting scale would have altered the results. The

-actual scale derived in this manner ranged from 17 to 89;

the product moment correlation with the original occupa-

tional prestige scale assigned to individuals in the sample

scale was .93, indicating sdbstantial agreement with the

original scale. The status of farm managers seems rela-

tively more advantaged than expected; since the present

sample consisted of ueban students, the occupation of

farmer is no doubt quite atypical of all farmers, and repre-

sents only a faction of the entire sample.

The rationale for utilizing suCh a scale was twofold.

First, it allowed an internally consistent code to be

attributed to nom-respondents, Who were a sizeable fraction

of the population st9died. Secondly,it accounted for 86.5

per cent of the variance between occupational categories

which would have been obtained bad the more widely used

64
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prestige scale been adopted. A complete analysis of the

properties of this scale was not undertaken, both because

it was dhosen and justified on pragmatic grounds, rather

than for theoretical considerations, and because it re-

flects the distribution of responses in the present sample,

rather than in a random sample of adults. The methodology

of occupational prestige scales has been well developed

elseWhere,
3
but perhaps two points should be made. First,

although the codes are based on educational attainment,

they are derived from aggregate data, based on all students

in each occupational category, and then applied as scores

representing individuals. The logic is that the scores

represent the educational attainment of the members of a

*particular occupational category, rather than properties

of individuals. The present scale is,not surpringly,

correlated more highly with educational attainment than the

.occupational prestige scale; in general, the correlations

Obtained with other variables analyzed were larger in every

3
See Robert W. Hodge, Paul M. Siegal, and Peter H.

Rossi, "Occupational Prestige in the United States: 1925-
1963," American Jourilal of Sociology, LXX (NoveMber, 1964),
pp. 286-302.

es
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case. This would seem to be the result of the improved

reliability of the scale. If many students were unsure

of the precise occupational category Whidh was relevant,

the responses may represent a subjective approximation to

the father's actual occupation. The scale thus reflects

the average educational attainment attributed to the cate-

gory, Whidh could be considered the perceived status of the

occupation by students in this sample.

The measure of verbal ability chosen was the stu-

.dent's actual score on the verbal adhieyement test adminis-

tered-in conjunction with the Equality of Educational Oppor-

tunity Survey. The reliability of this test score was

estimated by the Educational Testing Service in Princeton as

.92.
4

For most of the analyses presented by Coleman, this

text was selected as the most representative of differences in

individual ability and as the most reliable of the four tests

incthe complete battery. The high reliability of verbal adhieve-
.

ment was the principal reason for its selection. Secondly,

4
James S. Coleman, et

66

EEOS,.



57

studies of educational achievement have often concentrated

on verbal skills, rather than more specific abilities. In

order to compare results presently compiled with other

studies, the analysis was restricted to the verbal adhieve-

ment score of pupils.

Grades and curriculum in the present analysis are

self-reported responses. Grades'refer to the average high

school grades achieved in all courses during high sdhool,

coded on a five point scale. The question regarding cur-

riculum was collapsed into two categories: those students

currently enrolled in a college preparatory curriculum, and

all others Who responded to a particular curriculum.

. Aspirations in the present analysis refer to edu-

cational aspirations of students, coded as the actual number

bf years of sdhooling aspired to by students.

The total number of 12th grade respondents and the

response rate for each question are given in Table 6.

No extensive analysis of non-linearity of variables

was undertaken; the variables analyzed have frequently been

used in social science research, and transforming values

would-have made comparison difficult. The dependent variable,

college curriculum placement, is coded as a dummy variable.

67
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.TABLE 8

NUMBER OF RESPONDENTS AND PROPORTION
RESPONDING BY VARIABLE AND GRADE.

.(N .in Parentheses)

Variable No. of Respondents
.

Ninth Twelfth

Sex 98.6 (15,578)- 99.0 (15,331)

Race 97.0 (15,321) 98.9 (15,305)

Father's Occupation 81.4 (12,851) 84.9 (13,146)

Father's Education 90.1 (14,230) 88.6 (13,722)

No. of Siblings 98.2 (15,509) 98.8 (15, 303)

Verbal Achievement 100.0 (15,793) 100.0 (15,483)

Curriculum Placement 71.8 (11,344) 98.2 (15,212)

Ability Group 62.4 (9,853) 71.1 (11,007)

Grades 94.6 (14,939) 97.0 (15,016)

Aspirations 97.3 (15,368) 96.3 (14,903)
%

Total *Sample (15,793) (15,483)
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This .violates an assumption of regression analysis, that

the errors are uncorrelated. The total effects estimated

are, however, not changed; as Boyle argues, °applying path

analysis operations to dependent dummy variables gives the

same results as assuming equal intervals for that dependent

variable."5 The analysis is oriented towards estimating

effects, rather 'than goodness of fit, so the violation seems

justified.

The Techniques

The data reduction and interpretation of results

have involved primarily the techniques of path analysis and

an analysis of covariance. Path analysis6 allows one to

utilize an explicit causal framework to derive quantitative

results about _linear, additive relationships among variables

in a system. The correlations between any pair of variables

can be decomposed by repeated applications of the basic

theorem of path analysis:

Skidhard P. Boyle, *Path Analysis and Ordinal Data,*
Anterican_Journal_o_f__Sp_c_i_olexiy, MX (January, 1970), 471.

6Otis D. Duncan, "Path Analysis: Sociological
ibtamples," American_ktournal Amiology, =II (July,
1966), 146.
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piq r

where i and j denote any two variables in the system and the

index of rtuls over all variables from uhich paths lead

directly to xi. Antecedent, or predetermined variables are

those which are temporally or logically prior to outcomes

and which exert a measurable influence.

The relationships postulated are in general presented

separately for the total sample and "within schools." The

model within schools is based on an analysis of covariance

which decomposes the variance and covariance into orthogonal

between and within school components. tinder the assumption

that school effects can be interpieted as an additive constant,

the mean value for each variable in each school is subtracted

from each student's scbre, and the values to be interpreted

are actually deviations from 0010°1 means.?

In the present analysis, the within school parameters

were calculated in a slightly more complicated fashion.

7Par a complete discussion and derivation of the metbo-.

dology employed, see tobert M. Hauser, *Family, School, and
Neighborhood Pactors in educational Performances in a Metro=
politan School Systen,*(unpublished doctoral dissertation,
University a Michigan, Department of Sociology, 1968),
Chapter II.

70
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Forty-eight dummy variables were added to the original data

tapes representing the school in which the student was

enrolled. For each within school equation, forty-seven of

the dummy variables were entered first into the equation

predicting an outcome, followed by the independent vari-

ables of interest. The regression equation

V. se b + bj.Xii+ b480i + b49Ei +
j.

bSO-Si + e
[Eq. 2j

represents the determination of verbal ability by the social

class background variables. The unstandardized regression

coefficients, b48° b49rand b ' are identical to the co-
SO

efficients calculated from a model such as equation 3.

ab JO ba (916i alb ) b49 alb To

bso (Sij - S. j ) +
MI6 31

In order to derive the standardized within school coefficients.,

by*, the unstandardized coefficients could be standardized

by the itithin school standard deviations, since

b (v) byx (1) Arrirmigrowir. rt(v) IF4.4j
Y
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However, the unstandardized regression coefficients from

both Equation 2 and Equation 3 are identical, implying

and

* (Cr i6xwibyx(w) byx 6 j . Lajrc

(w) xwierx
(7x a y(w) rvery

51

r brwiw
'

[Eq. 6)

That is, multiplying the standardized regression coefficient

obtained in Equation 2 by the ratio of the proportion of

'variance within schools on the dependent variable produces

the appropriate coefficient.

The within school correlation matrices were calcu-

lated by a series of regression equations which regressed

all necessary combinations of variables including one in-

dependent variable and forty-seven-draw school variables in

the equation simultaneously. The standardized beta co-

efficient for the inclependent variable, net of school

effects, was multiplied by the relevant ratio of within

sehool variances computed as above.
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The disturbance terms for the within school model

were calculated from the sums of squares eitplained in

Equation 3, and the proportion of variance within schools.

Let R2 represent the sums of squares explained byA

Equation 3, including 0, It, 6 and forty-seven duany vari-
2ables. Let RD repreient the variance between schools in

verbal, -or the proportion of variance explained by Equa-

tion 7.
.146

V ab +E bx +eij o jai j ij fBt. 71

2 2Rs - RA is the proportion of total variance

uniquely explained by 0# Land S. Multiplying the equation

2
yields the proportion of within school- within

variance explained by deviations on Ch B, and S. There can

be no joint variance accounted for by the within school
deviations . and school effects, since the deviations are un-
correlated and orthogonal to the between school components

for 0# It, and S.

The procedure outlined above has only computing con-

venience to recommend it; the results are identical to
those which tiould have been obtained had deviation scores
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been used. For the present analysis, the coefficients were

calculated by hand. The only advantage would seem to be

that school means for every variable do not have to be

computed in advance and entered as constants. This saves

considerable recording time and a second pass through a

large data file.

The within sehool analysis involved the assumption

that interactions between within school 'slopes were not -

present. Tests .r.or interactions revealed that this was not

the case for the schools in the present analysis* and

separate regressions were also computed for each school.

The correlation matrices, means, and standard deviations

for all variables in the present analysis are presented in
the Appendix. Fukther analysis tended to confirm the argu-

ment offered by other authors, that interactions between

slopes were neither large nor substantially important. How

ever, the processes within schools are typically presented

as both average within school effects and parameters calcu-

lated by the analysis of covariance.
S.

slimmers *Wools and the Stratification Process,*
pp. Se7-61.1.

. 74

40.
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The Basic Model

- Figure A presents in diagramatic form the postulated

relationships to be analyzed. The model presents background

factors, including fathers occupational prestige, and edu-

cational attainment, number of siblings, and race as pre-

determined variables; the correlations between these vari-
ables are accepted as given and not analyzed. Bach exerts

an independent effect on V, the student's verbal ability.

- Achievement as well as background factors influence curricu-

lum placement, C, and grades G. The determinants of aspi-

rations. I stall argue, are largely the intervening school

variables, operating independently of social class back-

ground. The direct effects, or social class, symbolized by

the dotted arrows in the diagram, are quite trivial for
students in the present sample of schools.

The arrow of _principal interest in the analysis are
those labeled a throu0 d, the direct effects of social class
on curriculum placement. The assignment process within

schools is determined in this model, by the social class
background of the student and tested ability. ff the unique
effects of social class or racial background are large and

positive, one would argue that placement within schools

75
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tends to operate to the advantage of students from higher

social class backgrounds, reinforcing, perhaps, existing

social class differences among students.. The magnitude

oe effects on grades are also viewed in this perspective:

grades are an academic reward for performance, and high

grades a prerequisite for admission to college. If schools

differentially reward students, the possibility of being

accepted into a college may ultimately depend on social

cla!ss background rather than ability. The causal assump-

time of the model can be criticized, sihce ability was

tested dozing the final year of schuol, rather than indica-

ting earlier intelligence. The achievement level of pupils

may -depend on learning during high school, and the per-

formance and exposure implicit in grading and assignment

would then tend to be reflected in differential achievement.

Sven more seriously, the assumption that curriculum

influences aspirations assumes that placement is not determined

by student-aspirations. Very little is known about the foc-

mation of aspirations over time, or the relative importance

of stfhool experiences in &veloping and reinforcing student

aspirations. *Mtn the reciprocal rel4tionships can be

developed in a causal frambworke the- model is clearly
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deficient. It is quite likely that the aspirations reported

; by students at one point in.time reflect both the success a

student has experienced in sChool, throu4h grades and place-

ment, and the cumulative impact of early aspirations. If

one were to view the sdhool as a "neutral" institution

devoted primarilY to effectuating aspirations formed prior

.to entry into school, the model might well postulate the

students aspirations as predetermined, influencing the

grades and curriculum placement through individual motiva-

tions and attitudes. The alternative rationale adopted is

to view aspiration ai results of school experiences, and

representing the "best guess" a student in the twelfth

grade may sake about future educational attainment. 'It should

be noted that aspirations viewed in the perspective are

almost entirely determined by the intervening sdhool experi-

ences, rather than background variables. Until the theo-

.retical and empirical relationships are clarified by longi-

tudinal analysis, the postulated model Otioth views aspira-

tions as a consequence of placement seems preferable to a

model Whidl allows them to be a predictor of school success.

The directions of causality postulated.perhaps overstate the

effects of -nohool experiences. 'The 4iew-of sChooling and

78
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experiences in sdhool implicit in the'present analysis is

thit of j.ntervening varidbles connecting, mediating, and

influencing ultimate attainment.

Conclusions

The present dhapter has concentrated on the

methoftlogical and substantive issues involved in inter-

preting and ordering the variables analyzed causally.

. responses and coding schemes adopted have been reviewed,

and the teChniques used to analyze within school effects

'presented. The logic and rationale for the present analysis

Alas teen discussed, and, the issues of interpretation raised,

Whidh will be discussed in more detail later.
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CHAPTER IV

SOCIAL CLASS BACKGROUND AND CURRICULUM PLACEMENT

The assignment of students to curricula reflects the

Watt:01s assessinent of the student's ability, motivation and

performance record, as well as student preferences and

organizational arrangements in the high school. The selected

sample of high schools were chosen to be structurally homo-

gefteagi,, Since all were four:-year high schools in the urban

NC1L students were presumably subject to the influence

and evaluations of the school for a constant period of time.

Since the schools were structured to deal with all students

over comparable periods of their educational development,

the effects of grouping and assignment policies should be

relatively comparable.

The present analysis concentrates on the determinants

of placement for twelfth grade students. The model of the

process of assignment presented in the preceding chapter

will be applied to the sample of forty-eight schools, and

the results examined. The focus of the present chapter is

on the relative impact of social class background factors
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on verbal achievement and on curriculum assignmeni, vihen

verbal ability is controlled. In the first.section, we

shall present the model of assignment for the entire sample

of students, pooling students in all schools. This model

intentionally confounds the 'effects of placement between

and within school; the parameters represent the total rela-

tionship between background factors, verbal achievement,

and curriculum placement for all students in the sample,
qb.

independently of which school they attended.

The effects of background and ability on grades and

aspirations are also examined, and the importance of curricu-

lum assignment on aspirations is assessed.

The within school relationships were explored by an

analysis of covariance technique proposed by Hauser; and by

separate calculations for eacli school. The coefficients

from the within school model averaged acioss 48 schools are

compared to the parameters calculated from the within school
. .

covariance model. The within school model utilized in the

analysis of covariance depends on the assumption that school

effects can be interpreted as an additive constant; tests

are computed for posdible interactions between within school

slopes in the present sample. For comparison, the basic
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model of curriculum assignment pooled across all schools is

presented for ninth grade students and for White students

separately. Finally, the implications of the process of

within school stratification are assessed, and conclusions

drawn..

A Path Diagram of Curriculum Placement

The reduction and interpretation of the data was

accomplished by the means of path analysis. The total

sample of students, pooled across all schools, was first

analyzed. The correlations, means, and standard deviations

for the pooled sample are presented in Tables 9 and 10. The

resulting path diagram is.presented in Figure 2. A precise

explication of the techniques can be found in Duncan
1
or in

Sewell Wright.2 The single-headed unidirectional arrows in

Figure 2 represent catisal influence, while the curved bi-

directiOla arrows symbolize unanalyzed correlations among

1
Duncan, "Path Analysis: Sociological Examples,

, pp. 1-16.

2
Sem:, 11 Wright, "The Method of Path Coefficients,"

Annals Of Mathematical Statistics, V, No. 3 (September, 1934) ,
pp. 161-215; and-"Path Coefficients and Path Regressions:
Alternatives or Complementary Concepts," Biometrics, XVI,
No. 2 (June, 1960), pp. 189-202.
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TABLE '9

TWELFTH GRADE

MEANS AND STANDARD DEVIATIONS OP VARIABLES FOR
TOTAL POOLED SAMPLE AND PROPORTION

OF VARIANCE BETWEEN SCHOOLS

.

Variable Mean S. D.

Proportion of
the Variance
Between Schools

Il2
.....i...=.

Sex 1.507 .501 6.703%

Race . .787 .409
.

33.014

Verbal Ability . 36.633 12.834 18.126

Father's Occupation 55.151 18.702 13.073

Father's Education 11.656. 3.414 14.417

No. of Siblings . 2.860 2. 263 8.204

Grades 3.421 .910 5.433

Curriculum Placement .520 .500 10.827

Aspirations 15.014 2.222. 10.951

. 83
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TABLE 10

TWELFTH GRADE

ZERO ORDER CORRELATION MATRIX OF VARIABLES
ANALYZED FOR TOTAL POOLED SAMPLE

ALL STUDENTS IN 48 SCHOOLS

X a V

Sex

Race

Verbal
Achievement

Father' s

Occupation

Father's
Education

No. of
Siblings

Grades

Curriculum

Aspirations

1.0000 -0.0473

1.0000

-0.0529

0.3349.

1.0000

-0.0411

0.2391

0..3087

1.0000

rr-
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TABLE 10-00NTINUED

z A
eImul

-0.0404 0.0342 0.0481 -0.0747 -0.1730

0.1767 -0.2942 0.1200 0.1357 0.0691

0..3168 -0.2663 0.3791 0.5358 0.4639

0..5263 -0.1920 0.1110 0.3055 0.3067

1.0000 -0.1954 0.1922 0.3184 0.3355

1.0000 -0.1462 -0.2149 -0.1922

1.0000 0.3346 0.3290

1.0000 0.5959

1.0000
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Vv

FIGURE 2 PATH DIAGRAM OF ASSIGNMENT PROCESS FOR TOTAL
TWELFTH GRADE SAMPLE. (SEE TEXT FOR DEFINITION
OF VARIABLES) .

86
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in achievement, by any means, the explanatory power of back-

groUnd is larger than in similar studies.3

The hypotheses to be tested concerneCthe relative

magnitUde of offects between social class background, and

cuxriculum placement.. 'The direct and indirect effects of

social class can be computed into the proportion due to

social class background and verbil achievement, where the

total explained variance in C is equal to the

R2 as p r + p + r + p r
c.voes cv : co co ;Ice ce co cs

where the components represent the direct influence of verbal

ability on placement, the direct effects of social class

summed over k background variables, and the indirect effects

of social class operating through the relationship between

background and verbal ability. The magnitude of these of-
;

facts are presented in Table 11.

It is clear from the pattern of effects presented

that.most of the variance in curriculum placement is ex-

. plained by verbal achievement test scores, with social class

3
S e for example, Hauser, "Family, SChool and Neigh-

borhood Factors in Eaucational Performances in a Metropoli-
tan School System." .
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TABLE 11

DIRECTAND INDIRECT EFFECTS OF SOCIAL CLASS
BACKGROUND ON CURRICULUM, GRADES AND
VERBAL ACHIEVEMENT, AND THE DIRECT
EFFECTS OF VERBAL ACHIEVEMENT

*

PROPORTIONS OF VARIANCE EXPLAINED

: Direct Effects Direct Effects Indirect Effects
Dependent of of of
Variable Veebal Ability Social Class Social Class

Verbal alb 16.5% ON

Curriculum 21.2% . . 2.4 9.5%

Grades 11.5 : 1.3 2.5
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baCkground accounting for only a very small portion of the

variance explained directly. If the indirect effects of

social class played a large or significant part in differen-

tial outcomes, one would expect the direct effects to be much

larger. Since the exact criteria involved in placement de-

cisions is not clear from the school information abailable,

it is possible that other unmeasured variables do effect

the prdbabilities of assignment. The student's motiva-

tion and performance, as well as reommmendations from

teachers are also utilised for grouping decisConst however,

. .

since such differences between pupils are perhaps more

highly related to differences in background than to ability

level, it is difficult tO argue that the model of grouping

Which included other criteria variables would demonstrate

larger effects due to social class. Similirly, one could

argue that other unmeasured exogenous factors influenced

grouping. *However, to make a case that schools or the

election and stratification process within schools dis-

criminated against the lower class.student, one would need

a measure of social 9lass not highly related to the variables

chosen. The evidence strongly suggests that grouping is

.largely determined by the ability level of the student, .
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rather than background factors. Stratification in schools

seems to be determined by ability level rather than the

social class background.

41gure 3 expands the basic model of within school

stratification presented to include grades and aspirations.

The causal ordering of grades and curriculum is ambiguous,

since both variables measure the result of processes opera-

ting throughout the high sdhool career. Both are presented

as determined by background'variables and student ability

level. In the present analysis, the student's educational

aspirations are treated as if determined by the processes

within the sdhool: the model is probably deficient to the

extent that little is known of the formation of aspirations

or bow they dhange over time. A more precise causal model

might allow the relationship between aspirations and other

school outcomes to be reciprocal: however, the assumptions

necessary to render sudh a model solvable do not seem tenable

with the present data.4 Logically, the student's responses

to the question Mow far do you intend to go in sdhool?" could

4See Otis D. Duncan, Archibald O. Haller, and
Alejandro Portals, "Peer tall ences on Aspirations: A Reinter-
pretation, "American Journal of Sociology, LUIV (September,
1968), pp. 119-137.
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be interpreted as the best prediction the student could give

in the twelfth grades as to how far he will pursue his edu-

cation. The responses to such a question would then reflect

t'he cumulative experiences in the home and in school; this

argument is the justification for ordering the variables as

presented. The paths between social class background and

aspirations were deleted from the model; the effects were,

without exception, trivial. No measure of social class

contributed more than one per cent to the variance explained

in aspirations when curriculum, grades, and verval achieve-

ment were included in the equation; the total R2 increased

by only 3 per cent when all three variables were added

sumultaneously to the equation. The beta coefficients for

several alternative models are presented in Table 12. The

small additive effects of social class background on aspira-

tions when intervening school factors are included, have

been noted in the literature. Sewall and Shah
5
found that

5William H. Sewell and Vimal Shah, "Social Class,
Parental Encouragement, and Educational Aspirations,"
American Journal of Sociology, =III (March, 1968), pp.

559-572; William H. pewell and Vimal Shah, "Socioeconomic
Status, Intelligence, and the Attainment of Higher Educe-

lion " Sociology of Education, XL (Winter, 1967), pp. 1-23;

William H. Sewell, "Social Status and Educational and Occu-

pational Aspiration," American Review, )0CII

(February, 1957), pp. 67-73.



TABLE 12

STANDARDIZED BETA COEFFICIENTS FOR THE
DETERMINATION OF VERBAL ACHIEVEMENT, GRADES,

CURRICULUM, AND ASPIRATIONS FOR
TOTAL TWELFTH GRADE SAMPLE

FORTY-EIGHT SCHOOLS

EQUATIONS INDEPENDENT VARIABLES IN EQUATION

0 E S. V G C

V on 0,E,S 172 .188 .197 .165
V on 0,E,S,C,G,..A 072 .071 .116 180 .319 147 .383

G on 0,E,S 112 113 -.103 .058
G on 0,E,S,V 054 050 .036 .337 .153

G on 0,E,S,V,C 038 031 .027 .260 168 .172
G on 0,E,S,V,C,A 030 017 -.025 .238 106 .136 .183

C on 0,E,S. 173 .199 .143 .147

C on 0,E,S4V 095 114 .053 .457 .321
c on 0,E,S,V,G 087 107 -.048 .411 134 .336

C on 0,E,S,V,G,A 050 047 .033 .282 073. .404 .453

A on 0,E,S 166 226 .116 .149
A on 0,E,S,V 102 159 .043 372 .264
A on 0,E,S,V,G 093 148 -.038 319 156 .285
A on 0,E,S,V,G,C .055 101 -.017 140 098 .436 .411
A on G,C.,V 3.73 107 467 .394

ses .-0341

S o it .115
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TABLE 13

STANDARDIZED BETA COEFFICIENTS FOR THE
DETERMINATION OF VERBAL ACHIEVEMENT, GRADES,

CURRICULUM, AND ASPIRATIONS
TWELFTH GRADE

NET OF SCHOOL EFFECTS

.....

EQUATIONS INDEPENDENT VARIABLES IN EQUATIONS R2

0 E :S V G C A

V on 0,E,S .111 .145 -.155 .255
V on 0,E,S,C,G,A .030 .041 -.088 .193 .295 .150 . *61

G on 0,E,S .096 .111 -.084 .092
G on 0,E,S,V .056 .058 -.027 .368 . ;193
G on 0;E,S,V,C .042 .040 -.019 .298 .153 .209
G on 0,E,S,V,C,A .035 .028 -.016 .276 .100 .123 .217

C on 0,E,S .142 .180 -.120 .197
C on 0,E,S,V .091 .113 -.049 .459 .354
C on 0,E,S,V,G .094 .106 -.045 .414 .123 .366
C on 0,E,S,V G,A .051 .050 -.028 .285 .068 .394 .471

A on 0,E,S .134 .205 -.106 .202
A on 0,E,S,V .092 .150 -.047 .379 .309
A pri.0,E,S,V,G .084 .142 -.044 .328 .140 .325
A on 0,E,S,V,G,C .049 .097 -.025 .154 .089 .419 .437;
A on V,G,C .174 .098 .447 .423'

Y
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socio-economic background contributed less than six per

cent in the prediction of college plans when intelligence

and parental encouragement were controlled on a sample of

high school seniors in Wisconsin.

The very strong relationship between aspirations

and curriculum placement in Figure 3 should be noted. The

direct effects account for roughly one-fourth of the total

variance to be explained in aspirations. The relationship

documented cannot be strictly interpreted as causally due

to the effect of curriculum placement, since students who

do not aspire to attend college would be more likely to

drop out of the college prep curriculum before reaching

the twelfth grade. At one point in time, the student re-

porting himself in the college track would be likely to

report college aspirations, whenever forme; the linkage

between changes in either aspirations or curriculum are not

clearly causal, nor temporally distinct for groups of stu-

dents. The magnitude of the direct effect, however, suggests

that curriculum is considerably more important than either

ability or grades in the determination of aspirations. Vile

increment in R2 when curriculum is included in the prediction

of aspirations is 12.6 per cent, When all other variables.in

S5
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the analysis are included.

While the data lend little support to the contention

that the mechanisms of selection operating in public high

schools are discriminatory, alternative interpretations

are consistent with the results presented. Plausible argu-

ments could be offered that the pooled sample of students

confounds possible interactioni between ichools, sex or

racial groups, and that the parameters of placement are

distorted. Second, the analysis is restricted to twelfth

grade students and may misrepresent the effects of group-

ing prior 'to this time. It is possible that the postulated

niodel understates the effects of social class on placement

by concentrating on students late in their educational

careers; if placement effects achievement, perhaps the

cumulative effects of discriminatory grouping throughout

the educational system result in largely meritocratic out-

comes in the twelfth grade. The criticism is twofold:

either the postulated model of placement is invalid because

achievement test scores reflect the outcomes of grouping,

or the social class effects are understated since the cumu-

lative bias reinforces differences between social classes

in adhievement. Thikcto the possibility wiists that ark

#.



unmeasured determinant of grouping distorts the relationships

presented.

The alternative explanations can partially be

couritered with the present data. Differences between

schools are treated in greater detail later in the present

chapter, while a complete discussion of race and curriculum

placement is postponed until Chapter V. Equivalent models

.of the determinants of grouping, however, can be calculated

for males, for white students, and for ninth grades in the

present sample of schools. Figures 4, 5, 6 and 7 represent

the results of equations computed for all students pooled

across all schools. The path diagrams for whites and male

students are quite similar to the original model of place-

ment, and do not alter the interpretation offered previously.

The determination of placement for only white students in

the present sample increases the predictive power Of the

model, but does not change .the relative magnitude of effects.

Figures 6 and 7 represent comparable models of

placement in the ninth grade, separately 'by race. Ninth

grade students in the high schbols studied had been enrolled

in the high school barely two months prior to testing and



z

89

s

tic

Vv.

FIGURE 4 PATH DIAGRAM FOR THE ASSIGNMENT PROCESS FOR
TWELFTH GRADE MALES IN TOTAL SAMPLE. (SEE
TEXT FOR DEFINITION OF VARIABLES . )

.
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FIGURE 5. PATH DIAGRAM ,POR THE ASSIGNMENT PROCESS FOR
WHITE 12TH GRADE STUDENTS IN TOTAL SAMPLE.

(SEE TEXT FOR DEFINITION OF VARIABLES.)
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filling in the questionnaires administered by the Equality

of Nducational Opportunity Survey. Many of these students

had prObibly not been assigned to a curriculum yet, Whidh

would account for the large proportion of non-responses to.

the question regarding placement. Nearly thirty per cent of

the students surveyed replied that they did not know Whidh

curriculum they were in. An eXtensive analysis of the

determinants of grouping at the ninth grade.was not under-

taken for this reason. Ideally, to test the effects of

placement on student achievement, longitudinal data is .needed.

The ninth grade results are offered only for comparative

purposes. If the achievement of pupils was an outcome of

grouping in high sdhool, one would expect the ninth grade

relationship between adhievement and curriculum to be

smaller than ihe twelfth, Whidh it is. The direct effects

of social class on placement, however, are also considerdbly

smaller; only the path between father's occupational prestige

and curriculum is larger than the comparable coefficients

for the twelfth grade. If schools reinforced the ability

diffrences between pupils by selective assignment, one

would expect the relationship between background and ability

to increase between the ninth and twelfth grade; in fact,
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'the sums of squares explained by background decrease slightly

0i2 mi .244 and .214), despite the increased reliability of

scores for twelfth grade students. The overall conclusion

to be reached from the comparison of ninth and twelfth grade

students is the similarity of the effects. At both grades,

the largest direct effect is the path between verbal ability

and curriculum; the net effects of social class on curricu-

lum are relatively trivial in comparison, and differences

in placement due to social class seem to operate almost

entirely through the effects of verbal achievement.

Curriculum Placement Within Schools

The within sdhool model of curriculum placement was

calculated in a method slightly different from that suggested

by Hauser, although the results ate identical. The covariance

model is based upon the decomposition of the variance such

that

2 Er
) j (Yij

Where EEc
Yii Y

.%2 E
n - )2

[Eq. 10]

.1 ) is the within school component.

liquivalently, the formula
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EL' -
.;-.). r) =

=

Eq. 8 could be written cyyt = cyyw + cryb and Equation 9

as
ti!

cxyt = c
xyw

+ c
yyb. The within school correlation would

be expressed by xyw In the analysis of co-

You. (x..

n. (2c- . - ) . - ) [Eq._.11]
:: %. -. 3 .

,7.: 7. . : . . .: .:. :. 7: ".7 . . .

holds for the covariance. In the notation of Walker and Lev,

, .

1175;;;Wcyyw

variance, .each variable is partitioned into orthogonal corn-

3

ponents, representing the within school and between school

variances.6 The model specifies that the relationships

between variables within groups are treated as deviations

from group means. Since the components are orthogonal, an

effect must operate through either the differences among

individuals within groups cr through differences between

groups.

The within school correlations can be calculated by

6
Ralph H. Tuener, The Social Context of Ambition

(San Francisco: Chandler, 1964).
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--

computing the standardized regression coefficients for a

regress.ion equation of the form:

4

k y. = b + b x. + b.S. + e
1 o .

3. 1. 1 1=1. 1 1 3.
k

f

i where b. (i = 1,47) represent dummy variables for the schools3.

in the sample. The standardized coefficient, b
1,

is equal

to the Within school correlation,

Ai/cxxw or the proportion of variance within

rxy
when standardized by

schools on the independent variable divided by the proportion

of variance on the dependent variable. These calculations

were performed for each of the variables analyzed; the re-

sulting within school correlations are presented in Table

12. The path coefficients estimated for the within school

model were computed by standardizing the unstandardized

coefficients from a multiple regression equation which in-

. cluded all the predeterminea variables and the 47 du.mmy

school variables, as described in Chapter III. The model

of, curriculum placement within schools is presented in

Figure 8.
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-.A comparison of the- within school model to the model

estimated for gross effects does not change the interpreta-

tion of the results. The direct effects of social class

background on curriculum placement are still quite small,
"

while the within school variance in curriculum, placement is-

largely explained by the relationship between verbal ability

and curriculum. The path diagram allows one to decompose the

total variance in curriculum assignment explained into direct

and indirect effects. The path between curriculum and verbal

achievement accounts for slightly more than 80 per cent of

the explained variance in placement; the remaining 20 per

cent of variance can be attkibuted to the direct and indirect

effects of social class background factors. The direct ef-

fects of social class account for less than three per cent

of the variance explained in curriculum placement within

schools, while the effects of background operate largely

through their association with verbal achievement. The de-

composition of effects within schools is quite comparable to

that previously presented for the total pooled sample, except

the relative importance of verbal is greater.

The analysis of covariance requires the assumption

that school effects are additive, or equivalently, that the
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within school slopes do not differ.* In order to assess the

magnitude of interactions between slopes, regressions were

computed separately for each of the schools in the sample.

Separate correlation matrices for each school are presented

in the Appendix. The sums of squares explained in eaCh

equation were kummed for a variety of

pendent and dependent variables. The

is equal to the sums which would have

combinations of inde-

total sums of squares

been obtained had we

fitted one equation allowing a unique slope for each vari-

able within every school. The full model for the determi-

nation of verbal achievement by social class background

yields a total sum of squaresexplained by fitting 192

parameters. The equation which constrain6 the within school

slopes to be equal can be compared. The restricted model,

which fits 50 parameimrs , is of the following form:

47

v. = b +E b. *+ b 0. + b E. + b5o S. ei.o. ij 48

[Eq.. 12] .

where V is the individual verbal test score, x is the effect

of being in a particular school represented by forty-seven

dummy variables, and 0, E, and S are social class background

2
factors. The R computed for the restricted model in

109
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Eq. 10 can be compared to the full model with an F-test Of

the following.form, for the above example:

2
/ (192-51)

(192,
R2

..15,384) full - (Rrestricted)

R
2

iall
) / (15,384-192)

f

[Eq. 13]

The sums of squares between schools in the dependent variable

are subtracted from the total sums of squares explained in

lq td yield the R2 for the restricted model. Sinoe the

sample size is quite large, the F-test in every case was

significant. Equally important, however., is the percentage

of variance added by estimating a unique within school.slope,

or the magnitude of interactions present. Table 13 presents

the total sums of squares in verbal adhievement in the full

and restricted model for a series of multiple regressions.

Similar tests for the significance of interactions were per-

formed for the model predicting curriculum, grades and

aspirations. The school equations for the analysis were

computed by a step-wise routine Which added one variable at

eadh step in each school; the order of entry was arbitrarily

set, and the sums of squares due to interaction were computed

at eadh step. Table 14 summarizes the results.
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TABLE 15

PROPORTIONS OF VARIANCE EXPLAINED IN WITHIR SCHOOL
DMMERMINATION OF VERBAL ABILITY BY BACKGROUND

FACTORS, FULL MODEL, RESTRICTED MODEL,
AND INTERACTIONS

.

.

.

Independent
Variables

.

R
2

full

.

.

.

R
2

.

Restricted

.

Proportion of
Variance Added

V on 0 ' .056 .034 i 2.2%

0, E .081. ..022 .

0, E,* S .110' .074 3.6%
.

.

. :
.

.
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TABLE .16

PROPORTIONS OF VARIANCE EXPLAINED IN WITHIN SCHOOL
DETERMINATION OF CURRICULUM, GRADES , AND

ASPIRATIONS BY FULL AND RESTRICTED
MODEL AND PROPORTION ADDED BY

INTERACTIONS PRESENT

Independent
Variables

.

R2full R
2

restricted Proportion Due
To Interactions

_

.
.

.
.C on 0 .0628 .0506 1.2

C on 0, E .0966 .0758 2.1 .

e on 0, E, S .1158 .0886 2.7
C on V, 0, E, S .2432 .1895 . 5.4
G on V .150 .131 1.9
G on V, 0 .159 .140 1.9
G on V, 0, E .165 .149 2.6
G on V, 0, E, S .168 .149 2.9 .
A on V, .186 .161 2.5
A on V, 0 .212 .182 5.1
A on V, 0, E .234 .197 3.6

.

A on V, 0, E, S .246 .234 . 1.1
A on V, 0, E, S,C .383 .321 6.2
A on C .3.25 .280 4.5
A on C, G .347 .296 5.1
A on C, G, V. .369 .324 4.5

. .

.

,
.

.

,

112



','Vfnr.,,,,,,06.",

-clm,.......re,

.104

An examination of Tdble 16 revels that no single

regression equation Which would allow the within school

slopes to vary independently accounts for more than 7 per

cent of the total variance in the dependent variable.

Whether this is considered a large or small amount depends

on ones perspective. Since tlie maximum amount of variance

Whidh interaction effects could explain is the total be-

tween sdhool variance, the interactions between slopes in

the present sample account for between 5.2 and 85.1 per

cent of the variance possible. It is reassuring to note

that eeinteractions present between social class variables

are added to the equation; the proportion of total variance

due to interactions is typically less for the multiple

regressions Which include more than one background vari-

able. A reason for this could be a differential reliability

between-schools in the measurement of any one background

effect.

The within school parameters for eadh school from

the several different regressions were calculated. The zero-

order correlations betwedn slopes were computed for two

reasons. First, if differences between within school slopes

113
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were meaningful, one would expect the sopes between two dif-

ferent background variables to be related. A relatively steep

slope obtained by regressing adhievement on father's occupation

might be-due to sampling variability; however, if all three

background variables were systematically larger for particular

.sdhools, one would conclude that the effects of social class On

verbal ability were different in the particular school involved.

The correlations across sdhools of the within school first-order

equations are present below. The subscripts refer to the.slope

of the variable within the school involved:

TABLE 17

INTERCORRELATIONS BETWEEN SLOPES

.
.

Verbal on
Background

Curriculum on
Background

r
oe .261* .208*

r
os -.183* -.017*

r
es -.41 -.109*

4Insignificant fpding

The intercOrrelations are not significantly different

from zero except in the case of the relationship between

verbal ability on education and verbal ability on number of

114



splings. In general it would seem that a relatively steep

within school slope on one measure of individual status did

hot predict a similar relationship between a different pre-

*dictor of status:

The partial slopes from the within sdhool multiple

regression equations predicting v and c were also inter-

correlated. 'The intercorrelations,were also insignificant.

In fact, the correlations tended to be negative. This fact

tends to support the contention that interactions between

the slopes of background variables were related to differ-

ential reliability or measurement error within a school If

a particular background measure was highly unreliable or

measured relatively inaccurately within a particular school,

the effect would tend to' increase the relative importance

of other variables within the equations for that sdhool.

This tendency, however, was not systematic enough to insure

large intercorrelations between partial slopes.

The substantive importance of interactions between

variables is at least as relevant as their size. Differences

between schools can lie divided into two categories: additive

effects and non-additive effects or. interactions. The

analysis of covariance involves assuming that all differences
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between schools can be interpreted as an additive constant;

however, differences between schools in. the within group

slopes are also sociologically relevant.

everal authors have argued Lor the interpretive

presence of such interactions. Turner7 found that the corre-

lation between background status and aspirations was lower

in low status schools. The difference might be due to

differences in the distributions rather than differences

in slopes, however. Coleman8 argued that students who re-.

ceive high grades in schools where academic achievement is

valued are relatively more intelligent than students in

schools Vhere academic achievement is not valued. While we

cannot identify which schools value academic achievement

front the prest at survey materials, the argument rests on the

assumption that the regression of grades on intelligence
differs between schools. Udry9 argued that the importance

9Turner, The Social Context of Ambition.

James S. Coleman, "The Adolescent Subculture and
Academic Achievement," American LXV
(January, 1960), pp. 337-347.

9John Udry, "Community Context and Academic Achieve-
ment," American Sociological Review, XV (June, 1950),
pp. 326r348.
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of .social class in predicting academic performance was re-

lated to how homogeneous the community was, and to what

degree class lines had crystalized.

In order to support or reject the substantive issues

'involved, regressions were run predicting three within school

slopes. The unstandardized within school regression co-

efficient predicting grades from verbal achievement, grades

from father's occupation, and aspirations from father's

occupation were computed separately for each school.

The hypothesis that the within school slope of

aspirations on father ' s occupation varied with the social

class composition of the high school was tested by dichoto-

mizing the schools into those which fell above the average

between school mean on father's education, and those which

fell below. The significance of the difference bctween the

two groups* was tested by an F-Ratio, which would be equiva-

lent to a t-test for the difference in means.

Equivalently, the difference between the two groups

of schools in average within school slopes of grades on

verbal ability was tsted. The hypothesis was that the mean

within school slope between grades and verbal ability would

117
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0.
be larger in relatively higher status schools. A high status

school by this definition is one in which the mean father's

education falls above 11.1 years. Although the status

measure is not precisely equivalent to the value placed on

academic achievement within the school, the variable should

be a reasonable proxy.

A final hypothesis provided by Udry was that the

within school slope of grades on father ' s occupation de

pended on the homogeneity of the school. The variable

which most closely approximated this concept was the within

school standard deviation of father' s occupation. Again,

the technique employed was to enter the variable for each

school, inspect the distributi:on, and define a dichotomous

dummy variable which took a 1 for even, school falling above

the between school mean. The significance of the difference

between the two groups was tested by the F-value computed

for the regression of the dichotomous variable on the within

school slope. The technique devised is equivalent to a t-test

for the significance of mean differences; additionally, the

simplicity of the approach recommends it. Dichotomizing the

variables in this fashion allows one to grOup schools with
ease. Information is lost in the process, however. In
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order to test the significance of the linear relationships

between -the size of within sdhool slope, zero-order corre-

lations were also computed.

_Table 18 summarizes the results of this analysis.

In only one of the three examples did the dichotomy account

for a significant portion of the variance in between group

slopes. The relationehip between the within school slope

. of grades on father's occupation and heterogeneity of school

was confirmed. The schools Whidh were more heterogeneous

tended to also have a steeper within school slope between

grades and father's occupation. The linear relatianehip

was also positive, although barely significant.

The significance of such a finding-is relatively

difficult to ascertain. The interactions between the within

school slopes of grades on father's occupation seems to be

related to heterogeneity of the sdhool, arbeit not highly.

The hypotheses which were dhosen to test were selected for

theoretical and substantive reasons. The number of such

interactions it would be possible to test is huge, and

pefhaps one could construct plausible ad hoc interpretations

for significant differences. Such a procedure, however,
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seems completely undesirable and hazardous. The finding of

the present example may well be quite spurious, and repre-

sent only statistical artifact. The theoretical rationale

for differences between schools is not sufficiently
.

. sophisticated to warrant suCh attagpts.

A more elegant test for the substantive importance

of interactions was proposed by Hauser.
10

The within school

slopes were calculated for subroupgs within each school, and

the slopes correlated across schools. The presence of

consistent or substantively important interactions would be

demonstrated if the slopes correlated. The correlations

calculated for sex and cohort groups in Nashville schools

were very small. Hauser argued that the small associations.

were irdicative of random differences which could not be

interpreted. The comparable test with present data was not

possible; however, the small differences observed do not

seem to indicate large effects.

A final tactic was adopted to test the possible

10Hauser, "Family, School, and Neighborhood Factors
in Educational Performances in a Metropolitan School
System," Chapter II.=
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effects significant interactions might have for the present

.analysis. For each school, the set of four recursive

equations needed to complete the basic model were computed.

The path coefficients representing the school7level pro-

'ceases involved were tabulated, and the average. unweighted

effects calculated. The results of this exercise can be

described as the average within school effects, although

the procedure canriot: be justified stitistically. Figure 9

presents the results in an illustrative diagram. If effects

calculated in thid manner are compared to the within sdhool

model calculated by the analysis of covariance, the two

models are quite similar. No .path estimated by averaging

. . the effects across schools deviated by more than .03 from

the covariance model. The conclusion would seem to be that

although signifiCant interactions are present, which per-

haps have some substantive importance, they do not alter or

distort the estimaiion of effects based on the analysis of

coVariance.

Conclusion

7.11 this chapter the determinants of curriculum place-

ment, aspirations and grades have been explored. The total

model based on the complete sample pooled across schools was
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presented, and compared to the results obtained for males

and for white students separately. The determinants of

assignment within schools was analyzed, and the adequacy

of the assumptions required for the analysis of covariance

tested. The substantive importance of the interactions

present were examined and several hypothesis tested for

significance. The within school model estimated by the

analysis of covariance was contrasted to the simple un-

weighted averages of effects across schools. The conclusion

reached was that the presence of small significant inter-

actions did not alter the pattern of relationships within

schools.
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CHAPTER V

RACE AND CURRICULUM PLACEMENT

The influence of soicial class background on curriCu-

lum placement was examined in the preceding chapter. In the

present chapter, the effects of race and social.class will

be explored. The process of placement and the determinants

of within sdhool stratification will be analyzedr the degree .

of racial segregation within schools resulting from place-.

ment is assessed. The first section dhall present the model

of placement within sdhools, calculated only for integrated

schools in the present sample. Second differences between

schools and interactions will be analyzed. Finally, we

dhall examine curriculum placement by race for the entire

sample.

Curriculum Placemeht Within Schools

The sample of forty-eight schools selected from the

Equality of Educational Opportunity Survey included eighteen

schools with more than ten per cent of the student body

116
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non-white; three of these schools had no White students

iurveyed. The analysis of racial effects within schools

was restricted to the fifteen integrated schools, since only

the populations in these schools show some variability with

. respect to race. Separate regressions were computed for

eaCh sdhool, and the effects averaged; additionally, the

covariance model Which assumes no interactions,between with-

. in school slopes was analyzed.

The fifteen schools to be analyzed were located in

thirteen different metropolitan areas and all but two of

these sdhools were located within the limits of the central

city; five of the principals defined the school locations

as "inner city." All fifteen principals and slightly more

than 92 per cent of the teadhers in these sdhools were White.

The location, sample size, and proportion non-White in the

student body are presented in Table 19. Since no data exists

to test the representativqness of either the schools or the

students, inferences to all integrated schools are limited.

The schools constitute the total populations of four-year

urban hiYh schools located in the North, with racial compo-

sition varying between 10 and 98 per cent non-White, surveyed

by the Equality of Educational Opportunity. Since few studies

r
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TABLE 19

INTEGRATED SCHOOLS

LOCATION BY SIZE AND PROPORTION WHITE

School Location

No. of
TWelfth
Graders

Proportion
White

Mid-Atlantic

602

423

.72

.61

Atlantic City, N. J.

Taltimore, Md.

.Newafk, N. J. 320 .22

New York City 193

Philadelpha, Pa. :531 .89

Washington, D. C. 392 .88

.Wilmington, N. J. 192 '.74

Great Lakes

Canton, Ohio 624. .70

Detroit, Mich. 105 .52

Evanswille, Ind. 263 .74

:t7 145 .87

Milwaukee, Wis. 361 .86

Plains

Omaha, Neb. 212 .69

Par West

Bakersfield, Calif. 461 .69

ft 478 .68

Total Sam.1 6 459 .68
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'TABLE 20

TWELFTH GRADE

MEANS AND STANDARD DEVIATIONS OF VARIABLES FOR TOTAL POOLED
SAMPLE AND PROPORTIONS OF VARIANCE BETWEEN SCHOOLS

INTEGRATED SCHOOLS

.

.

.

..

Variable Mean

.

.

,
.

S.D.

.

.

2
][E

.

xy
Proportion Variance
Between Schools

Race . .682 .465 12.806

Verbal Ability 35.702 13.479 23.632

Father ' s Occupation 54. 272 18 .959 12.841

Father's Education 11.575 3.541 11 . 594

No. of Siblings 2.971 2.354 6 . 313

Grades .: 3.423 .896 3 . 510

Curriculum Placement .525 .499 12.893

Aspirations 15.116 2.245 13 . 861

.

..

.
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Students who responded to any dhoice other than B were coded

non-white; the non-white sample, in this case, was 88 per

cent Negro. Race was coded as a dummy variable, for the

purpose of analysis, grouping all non-whites together.

_The procedure was quite similar to the analysis of

the determinants of social class background. Table 21

.presents the zero-order correlation matrix for all students

without regard to sdhool; additionally, the within school

correlation matrix, calcualated by the method outlined in

Chapter II, is presented in Table 22. The correlation

matrices for eadh sdhool separately are presented in the

Appendix. The standardized regression coefficients for

several alternative equations are presented in Table 23.

The model of curriculum placement including race for the

complete pooled sample of integrated schools.is presented

in Figure 10. The inclusion of race substantially increases

the explanatory power of background characteristics on

verbal ability. The unique effects of race are larger than

any other single measure of social class, accounting for

6.8 per cent of the variance, and slightly more than one-

fourth of the total variance explained. The effects of race

129
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TABLE 23

STANDARDIZED BETA COEFFICIENTS FOR THE DETERMINATION OF
VERBAL ABILITY, GRADES, CURRICULUM AND

ASPIRATIONS, TOTAL SAMPLE OF FIFTEEN INTEGRATED SCHOOLS

.EQUATION INDEPENDENT VARIABLES INCLUDED R2

A

V on 0,E.,S .217 .175 -.212 .202

V on 0,E,S,R .164 .159 .142 .258 .257

C on 0,E,S .175 .202 .152 .163

C on 0,E,S,R .162 .198 .142 .063 .166

C on 0,E,S,
R,V .080 .118 -.071 .066 .501 .352

C on 0,E,S,R,
V,G,A .037 .059 .044 .024 .336 .049 .359 .448

-

G on 0,E,S ..119 .126 .094 .066

G on 0,E,S,R .103 .122 -.073 .077 .071

G on 0,E,S,
R,V .051 .071 .029 .004 .314 .144

G on 0,E,S,R,
VeC,A .032 .045 .015 .015 .229 .074 .115 .161

A on V', CoG .213 .095 .427 .379

A on V,C,G,R .053 .234 .096 .426 .382

A on 0,E,S,R .182 .224 .131 .009* .166

A on 0,E,S,R,
-

V,C,G,A .078 .106 .042 .091 .199 .082 .387 .405

* Beta coefficient less than twice standard error of
b-weight.
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on curriculum are positive, demonstrating a net advantage

to White students, until verbal ability is entered into the

equation. As Figure 10 illustrates, the direct effects of

race on curriculum placement are negative once student's

ibility level is taken into consideration. The proportion

of variance in curriculum explained by race is not large,

smaller in all cases than any other background variable;

however,.the direction of the effect is noteworthy. The

data indicates that non-white students arei more likely to

be placed in a college preparatory curriculum than white

students of compardble social class background and-lieii)i-al

ability.

The primary.importance of verbal ability in the pre-

diction of both grades and curriculum is also evident from

Figure 10. The direct effects of verbal ability account

for 25 per cent of the variance in curriculum, and nearly

10 per cent of the variance in grades. The effects are

decomposed in Table 24.

134
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TABLE 24

EFFECTS OF SOCIAL CLASS AND VERBAL ABILITY ON
CURRICULUM AND GRADES, POOLED SAMPLE

OF INTEGRATED SCHOOLS

Verbal Total
Social Class Race Ability Joint

Curriculum

Grades

.026 .004 .250 .072

.008 .099 .037

*Insignificant

The conclusion that social class is not strongly related to

placement or grades is relatively unambiguous. It would

seem that integrated sdhools are no more likely to dis-

criminate in favor of advantaged students than all schools

studied, and that the effects of race are trivial.

The consequences of curriculum placement in the

postulated model are large. The relationship between back-

ground and aspirations is relatively trivial when curriculum

placement is introduced as an intervening variable. The

direct effects of curriculum placement are large, accounting

for slightly over half of the total variance explained.

135
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Several studies,
1
including the original analysis by Cole-

man, have found that non-White students aspire to continue

their education beyond what would be predicted on the basis

of test scores. The non-white.students in the present

sample do not aspire to more education than White students

of comparable background; however, When verbal ability is

included, the effects of race do favor non-Whites to some

extent.

The within sdhool model of curriculum placement,

calculated for students in the fifteen integrated sdhools,

is presented in Figure 11. The path/ coefficients for the

within sdhool model were estimated by techniques equivalent

to the analysis of covariance, as described in Chapter III.

The covariance model assumes the Within school slopes are

equal; tests for the significance of interactions were

computed for the basic equations utilized and are presented

in Table 24. The method again involved adding the sums of

1
R. P. Boyle, "The Effect of the High Sdhool on Stu-

dents' Aspirations," American Journal of Sociology, LXIII (1966),
582-639; Daniel Armor, "The Racial Composition of Schools and
Cdiege Aspirations of Negro Students," Appendices, Racial
Isolation in the Public School, U.S.Commission of Civil Ri4hts,
II, Appendix C2 (Waghington, D.C.: U. S. Government Printing
Office, 1967), pp. 143-165; Nancy St. John, "De Facto Segre-
gation and Interracial Association in High School," Sociology
of Education, NYXVII (1964), 326-344.
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TABLE 25

PTWORTION OF VARIANCE EXPLAINED
BY CALCULATING SEPARATE WITHIN
SCHOOL SLOPES, WITHIN SCHOOLS
MODEL, AND VARIANCE ADDED

DUE TO INTERACTIONS
,

INTEGRATED SCHOOLS

REGRESSION
EQUATION

R.2

FULL
R2
RESTRICTED

R
2

SCHOOL EFFECTS
PROPORTION
ADDED .

V on 0,E,S .124 .292 .236 6.8%

V on 0,E,S,
R .174 .356 .236 5.5

C on 0,E,S .159 .256 ..129 3.2

C on 0,E,S,
R .174 .280 .129 2.3

.

C on 0,E,S,
V .240 .328 ..129 4.1

C on 0,E,S,
V,R .254 .362 .129

.

2.1

A on C,V,G .403 .507 .139 2.5

A on C,V,G,
R .416 .528.

.

.139 2.7

A on 0,E,S,
R .226 .324 .139 3.1

A on 0,E,S,
R,C,V,
G .424 .531

,
.139 2.2

138
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squares explained in the individual school regressions and

comparing the proportion of variance added by interactions.

Since the sample of students involved is large, each F-ratio

computed was significant. The additional variance, although

significant, never exceeds 6.8 per cent of the total. The

largest interactions present are in the determination of

verbal abi lity. The substantive importance of interactions

among the present sample of schools is problematic. It seems

not unlikely that interactions are in part due to racial

compo.sition of school. The largest effects are present when

verbal ability is regressed, which also has the strongest

net association with race. In the case of all dependent

variables, the proportion of variance due to interactions

decreases when race is included in the equation. With these
v

considerations in mind, an analysis of interactions equiva-

lent to that presented in Chapter IV was foregone. Several

within school slopes were utilized to test the effects of

racial composition, however, and they will be discussed

when the analysis focuses on differences between schools.

The standardized beta coefficients, net of school

effects, are presented in Table 25. The within school path

139
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TABLE 26

STANDARDIZED BETA COEFFICIENTS FOR THE
DETERMINATION OF VERBAL ACHIEVEMENTS, GRADES,

. CURRICULUM AND ASPIRATIONS, NET OF SCHOOL EFFECTS

FIFTEEN INTEGRATED SCHOOLS.

EQUATION INDEPENDENT VARIABLES INCLUDED

.

S R V G

V on O,E,S .138 .113 -.170 .318
V on 0,E,S,R .099 .107 .109 .225 .3 56

C on 0,E,S .129 .169 -.128 .214
C on 0,E,S,R .120 .168 .115 .048 .216
C on 0,E,S,

R,V .072 .116 .062 .061 .485 .368
C on 0,E,S,R,

VIG,A .035 .038 .037 .018 .329 .050 .460

G on 0,E,S .11:3 .124 -.084 .085
G on 0,E,S,R .097 .121 -.062 .092 .092
G on 0,E,S,

RIV .062 .083 .023 .011 .360 .175
G on 0,E,S,R,

VIC,A .045 .056 .011 .030 .279 .075 .118 .193

A on V,G,C 165 .414 .097 .403
A on VIG,C,R -.065 .187 .412 .099 .4 07

A on 0E,S,R .134 491 .110 .034 .226
A on 0,E,S,R,

VIG,C,A .064 .099 .043 .098 .170 .381 .084 .4 24
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coefficients were computed from these values for the recur-

sive equations specified in Figure 11. The within school

model does not alter the basic findings discussed for the

pooled sample. The effects of social class background on

curriculum placement are relatively small when verbal skills

are entered into the equation. The decomposition of within

school effects on curriculum and grades is presented in

Table 27. The general pattern of relationships are quite

similar. The effects of background are relatively less impor-

tant, while the effects of intervening within school variables

on aspirations are slightly magnified. The direct effects of

verbal ability decrease within schools.

TABLE 27

DECOMPOSITION OF VARIANCE EXPLAINED BY SOC IAL CLASS .

RACE AND VERBAL ABILITY, INTEGRATED SCHOOLS

Verbal
Social Class Race Ability

Total
Joint

Curriculum .0230 .0037 .2061 .0417

Grades .(1103 .con .1024 .0322
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The unique effects of verbal adhievement account for

slightly less than two-thirds of the total within sdhool

variance explained in curriculum; the determination of

grades is also largely due to the direct effects of verbal

adhievement.

The within sdhool effect of race on curriculum is

of particular interest, since it is not in the direction

hypothesized. A negative coefficierit represents a net ad-

vantage accruing to non-white students in placement, when

verbal ability is controlled. Several alternative expla-

, nations seem.plau.sible. If the small effect is real, it

suggests that non-white students were being assigned to a

college preparatory curriculum despite ability differences.

Perhaps counselors or administrators tended to assign the best

non-white pupils to the:college track, even though their

tested ability was less. It is conceivable that the aware-

ness of racial discrimination resulting from the civil rights

movement sensitized school officials to the situation of

non-white pupils; peehaps as early as 1965, militant black

students were demanding placement in college curricula. An

alternative explanation, which does not depict schools as

142
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quite so responsive, would.be that ability was still the

prime determinant of placement:. Non-White ability, however,

was not as adequately measured .by standardized test scores

as that of Whites. While there is evidence that suggests

a cultural bias to test scores, 2
the argument is usually made

that this results in down grading non-White pupils. 3
No

study to my knowledge finds evidence of results favorable to

non-white pupils net of differences in test sdores. Nor do,

most studies of racial differences suggest American institu-

tiäns discriminate in favor of non-whites.

The possibility also exists, it ehoUld be noted,

that the observed relationehip is spurious. It is possible

that non-White students systematically exaggerated their

actual placement. The argument has frequently been made Ehat

non-White aspirations are overstatements, or at least illu-

sions. There is no reasonable metho'd of dhecking this

2
A. knastasi (ed.), Testing Problems in Perspective;

. (Waehington: American Council on Education, 1966).

3
Kenneth Polk, "Tracking in Public High Schools,"

Trans-action, Vol. 7i No. 9 (October, 1970).

.4
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possibility with the data at hand; nor do we have race-

specific .reliabilities from comparable analyses. However,

the equations within each sdhool exhibit a similar pattern

for every integrated school studied. The coefficient for

race in the equation regressing curriculum placement on

background and ability was negative in every sdhool, and

the coefficient was larger than the .standard error in all

.but two of the smaller schools. The effect of race is not

lange, but it would seem to be quite consistent. Whether it

represents an actual tendency for non-white pupils to be

favored in tracking within schools is difficult to say. At

least one conclusion seems quite tenable; curriculum assign-

ment is not racially discriminatory in the present sample of

sdhools When verbal ability level is controlled. Racial

segregation between curricula within schools would seem to

result from ability differences rather than policy or dis-

crimination. This finding dharply contradicts recent polemics

on the subject of race and tracking. 4

4
Ibid.; Hobson v. Hansen, 269 F.Supp., 401 (1967),

pp. 405-518.
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Curriculum Placement Between Schools

Several intrinsically interesting questions concern-

ing the racial composition of the sdhool and processes

with schools deserves attention. The interactions between

race and placement, achievement, and aspirations within

schools have been alluded to earlier. In the present section

we will analyze the differences among the fifteen schools

.selected for analysis. Several authors have concluded that

the aspirations of non-whites are more "realistic" when they

attend integrated schools.
5

While this finding cannot be

challenged with the present data, we will explore two

possible reasons for the dbserved differences; the implicit

argument is that non-white students are more aware of the

achievement gap between races when Crirtiinted with white

students in the classroom, or, alternatively non-white

aspirations depend on a sizeable majority of.other students

of the same race enrolled in the sdhool. These two notions

can be explored, albeit crudely, by comparing schools in

krmor, "TherRacial Composition of Schools and
College Aspirations of Negro Students," pp. 143-165.
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the present sample. The comparative advantage of non-White

students in placement wi.11 be analyzed, and possible expla-

nations entertained with respect to racial composition.

Since we are limited to a comparison of fifteen sdhools, the

analysis cannot control for a vari4ty of variables simul-

taneously. The tedhnique adopted is quite comparable to the

analysis developed in Chapter.IV. The linear relationdhip

will be described first; second we will analyze the signifi-

cance of the relationehips analyzed by arbitrarily grouping

schools and presenting F-ratios for the significance of

. relationships.

The variables in the analysis are of two types (a)

.school means and (b) within sdhool slopes, or unstandardized

regression coefficients calculated from within school equa-

tions. The sdhool means include mean verbal ability, mean

proportion assigned to a college track, mean aspirations,

and proportion white in the sdhool. Three within sdhool

slopes or the coefficients of race in three within sdhool

multiple regressions were calcdhted. They include the co-

efficient in the following equations:

V=O+E-I-S+R [Eq. 14]

A=O+E-I-S+R [Eq. 15]

14'6

4r,
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C = 0 +E+S+V+ R [Eq. 16]

The partial slope in the first equation we have defined as

the "verbal gap," since it represents the net increment in

verbal score attributed to White pupils after social class

background is controlled. The coefficient in equation two

is defined as the "aspirations gap," for similar reasons.

The coefficient in equation three is termed "discrimination

gap," since it represents the magnitude of the race effect
,

on curriculum, net of verbal ability and social class.

These six variables were eadh trichotomized in

order to test for non-linear effects as well. The sums of

squares explained by entering two dummy variables were com-

pared with both the zero-order linear relationship. No

alternative measure made the relationdhip significant when

it would not otherwlse have been so. The correlations ob-,

tained when computed on a three point scale were also

typically smaller, but will be presented as the measures of

association tested. It should be remembered that the two-

tailed test of significance for a correlation based on

fifteen cases, calculated by

F
.975

= r
2
(n-2)

2
1 r.

147

[Eq. 17]
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yields a minimum value of .514 for a zero-order correlation

to be significantly different from 0.

Table 28 presents the means, standard deviations,

and complete correlation matrix for eight variables examined.

The size of the senior class is the final variable examined.

: The hypothesis to be tested can be summarized:

A) That the "verbal gap" in a sdhool would be inversely

related to the "aspirations gap"; that is, sdhools in

Which non-whites were further behind in verbal skills,

non-Whites would downgrade aspirations. The medhanism

wOuld explain Why studies have found lower aspirations

for non-Whites in integrated schools than in segregated

sdhools.

B) That the proportion White in a sdhool would be in-

versely related to the "aspirations gap"; that is,

non-white students would form higher aspirations in a

more "supportive" environment, in which there were

higher proportions of non-white pupils.

C) That the degree of pro-discrimination for blacks would

be positively related to the proportion of white in

the school, and positively related to the aspiration
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aspiration gap. That is, in ichools in which the

aspirations gap was low, a low racial coefficient

on curriculum placement would result, suggesting

pefhaps that schools respond to high aspirations

in non-Whites through tracking.

l'able 29 summarizes the sums of squares explained

for the four proportions, for the linear relationship and

for the trichotomy. All of the relationghips were in the

pc?tulated direction; however, only one relationship was

gnificant. The only association Which is strongly related

is the degree of pro-discrimination for non-whites, or the

racial advantage, and the aspiration gap. This suggests

that the more non-Whites exceed Whites in aspirations within

sdhools, the more likely are they to be advantaged in place-

ment. This could be due to either a consistent tendency for

sdhools to respond to hi4h aspiration in non-whites, or

perhaps systematic overestimation of non-whites to the aspira-

tions and placement questions within schools. The per cent

White in the sdhools is strongly related to no other vari-

able examined, except the mean verbal score and proportion

college prep. The "verbal gap" is negatively related to
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TABLE '29

PROPORTION VARIANCE EXPLAINED

.
,

.

-

Total Relationship

(15 Categories)

Trichotomy of
Both Variables

(3 Categories)

A) Verbal Gap and .

Aspirations Gap :1094* .0772*

B) Per Cent White
and Aspirations ,

Gap .0077* .0411*

C) Racial Advantage
and Per Cent I

White .0367* .0210*

D) Racial Advantage
and Aspiration
Gap .6488 .4468

,.

*Insignificant
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the degree of racial advantage, which suggests that the

more closely matched are white and non-white students with-

in schools in verbal ability, the less pro-discrimination

for non-whites is found. This could also be a function of

the reliability of verbal scores within schools. If one

assumes students are tracked by a more general measure of

ability than one test, the "verbal gap" may not measure the

actual differences between whites and non-whites within the

school, while the racial advantage results from a more

accurate assessment.by counselors; the degree of associa-

tion resulting would reflect only that our measure of "verbal

gap" overestimated the actual spread of scores. The "aspira-

tions gap" does not seem strongly related to either the

proportion non-white in the school or the disparity between

whit% and non-:whites in ability. This suggests that more

subtle mechanisms are at work in the formation of aspira-

tions than either relative ability level or degree of inte-

gration. The "aspirations gap" ismore related to the mean

aspirations level in the school than to either racial compo-

sition or "verbal gap," however insignificantly.

The variables defined relate to schoiDl characteristics,

not those of individuals. Since we are only dealing with a

152
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small non-random sample of schools, inferences are quite

limited. The pursuit of school dharacteristics seems in

this case to be relatively futile, especially since the

effects noted are relatively trivial in magnitude.

Race, Ability amd Placement

One further analysis was undertaken, whidh included

all the twelfth grade students in the sample, pooled across

all schools, rather than relationships in integrated schools

alone. For Whites and non-Whites separately, curriculum

placementwas regressed on ability, and social class.

.Table 30 presents the results, including both the standardized

and unstandardized regression coefficients. The objective

was to examine the relationship between curriculum and place-

ment for each race, and compare the relative advantage to

non-whites at different ability levels. Figure 12 contrasts

the zero-order relationship between placement and ability by

race. The racial differences discussed are more clearly

illustrated When comparing slopes. Non-whites at each ability

level are slightly more likely to be placed in a college prep

curriculum, but the relative advantage narrows as ability

scores increase. The relative advantage is greatest When

153
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TABLE 30.

REGRESSION COEFFICIENTS OF CURRICULUM
PLACEMENT ON VERBAL, BACKGROUND

TOTAL SAMPLE BY RACE

V 0 E S R2

White, Raw Form
C on V . .022 . .292

C on 0,E,S .005 .032 -.038 .148

C on V,O,E,S .019 .003 .017 ,-.020 .331

Non-White, Raw Form
.

C on V .017 .213

C on 0,E,S . .003 .023 -.019 .084

C on V,O,E,S .016 .002 .018 -.011 .248

White, Standardized .

C on V .540 . .292

C on 0,E,S .208 .172 -.148 .148

C on V,O,E,S .461 .101 .114 -.078 .331

Non-White, Standardized .. .

C on V .462 .213

C on 0,E,S . .112 .175 -.109 :084

C on V,O,E,S .417 ..060 .133 -.060 .248
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ability scores are quite low. The.mean non-white scores is

28.3, compared to a white mean of 38.9, which is a suf-

ficiently large gap to explain the racial advantage. If

ten points were added to non-white scores, as a credit for

"cultural bias" in ability tests, white students at every

ability level except the very lowest would have an advan-

tage. One would wonder why non-white students received less

return for ability than white pupils* in placement probabili-

ties. Perhaps this is a more fruitful approach to the study

of racial differences in schools, at least .until we are

relatively more certain that the metrics of ability are

comparable between races.

Conclusions

The present chapter has examined the relationship

between placement and race in the fifteen integrated schools.

Within school relationships have been compared, and an analysis

of differences between schools undertaken. The finding that

non-white pupils were advantaged has been discussed from a

variety of perspectives. The general conclusion would seem

to be that racial discrimination in placement is not

156
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prevalent in the sample of high schools studied, and perhaps

curriculum assignment for non-white students is based on

"ability" which verbal achievement tests do not adequately

measure.
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CHAPTER VI

CURRICULUM ASSIGNMENT AND COUNSELORS

In the present chapter the role of counselors in

relationghip to assignment is explored. The rationale and

relevance of counseling in the.high sdhool is examined, and

the implications for grouping are discussed. The variables

dealt with in the present study are described. The focus of

the analysis is on the determinates of access to counselors

and encouragement;the relationships between background,

ability and counseling are of special importance.

The High School Counselor in Context

The role of the counselor in high sdhools is rela-

tively recent and still ambiguous in many cases. With the

growth in size and diversity of educational institutions, a

counselor or a counseling staff has developed within. sdhools4

with often autonomous decision-making powers. As Corwin

states,

School counsdlors perform a key coordinating role
insofar as students are concerned. Teadhers request

150
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counselors to transfer undesirable students from
their classes, and students ask that they be trans-
ferred into an easier course or one at a more con-
venient hour. Attendance officers also assist with
coordinating students' schedules. They trace down
a student who is absent from classes, and they may
rule on the eligibility of students to participate
in curricular and extracurricular activities.1

Sdhool counselors serve, as Cicourel and Kitsuse put it, as

"validating agent" 2
and both evaluate and plan vocational

Choices and careers. Counselors write letters of recommenda-

tiOn, evaluate test results, give advice, and often have

disciplinary or academic sanctions at their disposal in the

authority structure of the high school. In the school whidh

Cicourel and Kitsuse. studied, the role of the counselor was

largely determinate in curriculum assignment, even though

students in principle had options and choices. Counselors

were responsible for classifying students, and identifying

individual problems. Cicourel and Kitsuse argued that often

discrepancies between tested ability and performance were

.

1
Ronald Corwin, A Sociology of Education (New York:

Appleton-Century-Crofts , 1965),p. 22.

2
Aaron V. Cicourel and John I. Kitsuse, The Educa-

tional Decision-Makers (New York: The Bobbs-Merrill Company,
Inc., 1963).
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defined as "problems," such as "underachievers." The

problem was perceived as that of the individual, not due

to lack of reliability or validity in the test instrument.

Bdhavior problems implied lack of adjustment,not boredom

with school, or classes.

While counselors are nominally expected to advise

students, and provide them with information, the professional-

ization of the guidance counselor has more often involved

evaluation of students, and interpreting standardized tests,

as well as advising. Corwin argues that the role of confi-

dant or trusted older friend is conflicted When the person

also has power and authority over decisions Whidh effect

futures, and is expected to evaluate student potential. 3
The

nature and relationship of a particular counselor to stu-

dents is no doubt largely a func.tion of the structural

arrangement in the high school, and the allocation of re-

sponsibility. Armor's analysis of counsdling conducted with

Equality of Educational Opportunity Survey data showed some

3
Corwin, A Sociology of Education, p. 22.

160
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consistent differences between schools with respect to

accessibility of counselors.
4

Schools in metropolitan

-t,areas, and in schools outside of the South and Southwest

typically had more guidance counselors per student than

those located in rurual areas or in fhe Soufh. Using a pro-

cedure of averaging the number of full-time-equivalent

guidance counselors per student on fhe basis of school en-

rollment and racial.composition, fhe analysis showed fhat

urban Negro students in every geographical strata had a

lower student/counselor ratio fhan white students, which

would imply Chat Negro students were not disadvantaged with

respect to access. Armor also argued that the counselor's

task was to increase the correlation between ability and

aspirations of students. Comparing students by sex, race,

location, racial composition of high school, and presence

of a Negro counselor; fhe correlations between reading com7

prehension and college plans were typicallyiligher for stu-

dents who had seen a counselor two or more times during the

last year, than for those who had not.

4David Armor, Chapter 8.3, EEOS, pp. 529-544.
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The definitive sociological study of :the counselor

has yet to be written; the present study shall concentrate

.on only two aspects of students' relationships to counselors,

the self-reported number of visits to counselors, and the

amount of positive perceived encouragement to continue edu-

cational trining. Counseling ih the present framework

is viewed as a service to students, and a logical mechanism

through which selection and placement occur. The counselor

also frequently has information and application forms for

.college, knowledge of scholarships and other competition for

funds and admission. While the counselor's recommendation

to college may not insure admission; it may influence the

marginal case, particularly if the counselor has recommended

good students in the past.. .Counseling is, in one sense, a

resource which schoolsprovide to students; the allocation of

a counselor's time and the amount of encouragement offered

are in some sense a measure of the school's investment in the

student's future. If the counselor differentially allocated

his time or encouragement to students based on the social

. class ot race of the'student, one would argue that the

counseling process within the school was discriminatory to

some degree. Since counseling is also a process of selection,
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one would expect the counselor to encourage bright students

to attend college more often than he would encourage less

talented pupils. Perhaps the counselor should also dis-

courage students who do not have the family resources to

finance an expensive education; while the encouragement

outcomes of counseling might show positive effects for

social class, perhaps the, counselor was oriented towards

the reality of the costs of education. The present analysis

will concentrate on the determinants of access to counselors,

and perceived encouragement. The focus will be two-fold:

on counseling as a mechanism for selection, and on counsel7

ing as a school resource differentially allocated to students.

The two perspectives are not unrelated, and both have impli-

cations for assignment to a college preparatory curriculum.

The Variables and the Strategy

Seniors surveyed in the Equality of Educational

Opportunity Survey were asked two questions about counseling

which will be treated in the present analysis. The questions

and percentage distribution of responses is given below.

wito
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TABLE 31

QUESTIONS AND PERCENTAGE DISTRIBUTION OF
.

RESPONSES REGARDING COUNSELING

1) How many times did you talk to a guidance counselor
last year?

Response

A) Never 11.01%

B) Once 16.58

C) Two or three times 44.05

D) Four or five times 17.34

E) Six or more 10.99

-
x .2.49

S.D.

(N = 14,807)

1.79

2) Has your teacher- or counselor encouraged you to take
further training after high school?

A) Yes, to go to college 53.09%

B) Tecbmical, business or
other training 22.41

C) No
IMO

(N = 14,884)

24.50

2.33

.84'



Unfortunately we have no data from.either the principal's

questionnaire or teacher's responses to determine Who served

as counselor, or the nature of the role within the context

of the sdhool. The principal's were asked how many counse-

lors were employed by the school, but it is not clear from

the responses Whether the role.of counselor was autonomous

within the school or whether a teacher actually did most of

the counseling. Data on counselors was restricted to infor-

mation teachers provided, and only for those teadhers Who

stated that they spent more than six hours per week counsel-

ing students. It is unclear What the formal or informal

structure of the counseling service entailed. *The number of

counselors reported by the principal correlated quite highly

with the total number 'of students enrolled (r = .77), across

the forty-eight sdhooli studied. For these reasons, the

data to be analyzed was restricted to student responses

regarding counseling. All principals in the present, sample

of schools reported at least one full-time equivalent coun-

selor. Although the question asked students regarding en-

couragement specified either a counselor or a teacher, the

counselor often serves both roles. I shall continue referring

6 5

.0"
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to a counselor, although some students may have intended

counseling Which was not limited to a professional staff.

The relationghips to be examined are between cur-

riculum placement, verbal ability, grades, social class

background, and race. We would like to assess the relative

magnitude of the various variables in predicting the accessi-

bility of the counselor and the amount of encouragement

offered to students. Ordering the variables in a causal

sequence presents some difficulty, since the relationehips

between grades, ability, placement, and counseling are not

temporally distinct. The tactic proposed is to assess the

relative importance of background variables and verbal

ability in predicting encouragement and number of,visits to

the counselor, and then entering the intervening variables

such as grades and curriculum. The logic is that if the

social class background variables are not, directly related

to access or encouragement, the effects of differences in

placement, or grades, ghould reduce the relationships sub-

stantially. If the background variables persist, then we

can conclude that counseling is differentially allocated

within schools on the basis of social class. Secondly, we

shall examine the relative magnitude of the determinants of
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both accessibility,and encouragement. If the student's cur-

riculum 161acement is trongly related to eifher frequency of

contact with counselor or the amount of encouragement re-

ceived, When ability, and grades, are controlled, the con-

clusion seems tenable that curriculum placement is a

medhanism of differential allocation of sdhool services, at

least the sdhool resource of counseling and advice. The

postulated model is presented .diagramatically in Figure 13.

The arrows in the model should not be interpreted as lit-

erally causal, since fhe variables cannot be unambiguously

ordered. The model is presented only to demonstrate the

direction of the present analysis When assessing the de-

terminants of counseling. The paths of prime concern are

ghown in Figure 13 as the dotted lines between background

. and counseling. We have argued in ChaptensIV and V that

background effects, such as social class and race, were only

slightly related to experiences in sdhool, once verbal

ability was controlled. These paths are .not included in

Figure 13, although the effects are not zero.

The tero-ordqr correlations are presented in Table 32,

for the entire sample of students. The standardized beta

161
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TABLE g2

ZERO-ORDER CORRELATIONS BETWEEN SOCIAL CLASS BACKGROUND
AND NUMBER OF TIMES SAW A COUNSELOR LAST YEAR

AND PERCEIVED ENCOURAGEMENT

. TOTAL POOLED SAMPLE

Predetermined
Variables

No. of Visits
In Last Year

Perceived
Encouragement

Sex -.048 -.090

Rce .045 .068

Father's
Occupation .120 .214

Father's
'Education .111 .233

No. of Siblings -.038 -.140

Verbal Ability .120 .376

Grades . .077 .288

Curriculum .150 . 460

Aspirations .161 .469

School Effect
(% between) ..1226 .0561
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coefficients-are presented in Table 334 for all the variables

in the specified model and for other equations tested. The

values are presented for the total sample, as well as the

coefficients calculated for the within sdhools model. The

within sdhool correlations and path coefficients were ob-

tained from comparable equations after first entering the 47

dummy variables for schools and standardizing the coeffi-

cients by
Ai cxxw

, or the square root of the proportion of
cyyw

the square root of the proportion of variance within schools,

on the dependent and independent variable. Since counseling

is definitely a within school process, the analysis was

restricted to the within sdhool coefficients.

The analysis of counseling and race consists of only

those fifteen schools with more than ten per cent of the

student body reporting-non-White racial background. The

path coefficients.and diagrams Whidh include race are calcu-

lated only for the students in these schools, and the find-

ings are discussed separately. The models presented are the

within school effects, derived from the above procedure; the

technique assumes invignificant interactions between within

school slopes, whidh has been discussed previously. The sums



163

TABLE 33

STANDARDIZED BETA COEFFICIENTS
PREDICTING NO. OF VISITS TO COUNSELOR
AND PRECEIVED ENCOURAGEMENT BY SOCIAL
CLASS, ABILITY, GRADES, AND CURRICULUM
FOR THE TOTAL SAMPLE, AND WITHIN SCHOOLS

EQUATIONS
TESTED TOTAL
POOLED SAMPLE

INDEPENDENT VARIABLES

R
2

0 V

T on 0,E,S .061 .090 -.009* .018

T on 0,E,S,V. .047 .075 .007* .084 . 024

T on C,V,G .050 .019 .117 . 025

T on 0,E,S,
V,C,G .037 .063 .013* .034 .014* .099 .031

N on 0,E,S . .115 .155 -.088 .073

N on 0,E,S,V .060 .095 -.025 .320 .159

N on C,V,G .181 .117 .363 .235

N on 0,E,S,
V,G,C .023 .052 -.004* .133 .113 .326 .250

NET OF
SCHOOL EFFECTS

T on 0,E,S .045 .070 -.004* .131

T on 0,E,S,V .036 .056 -.002* .079 .136

T on C,V,G .038 .104 .023 .139

T on 0,E,S,
V,C,G .026, .045 .003* .030 .018 .091 .142
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. TABLE 33--COntinued

EQUATIONS
TESTED TOTAL
POOLED SAMPLE

INDEPENDENT VARIABLES
2

NET OF
SCHOOL EFFECTS

N on O,E,S .105 .144 -.057 .097

N on 0,E,S,V .062 .086 -.033 .336 .186

N on C,V,G .156 .119 .334 .268

N on 0,E,S,
V,C,G .026 .043 -.015 .146 .115 .321 .271

*Coefficients less than twice standard error.
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of squares added due to interactions never exceeded 4.1 per

cent in any equation predicting either dependent variable,

and a detailed examination seemed unnecessary.

Social Class and Counseling

The relationship between the number of times an

individual saw a guidance courthelor during the preceding year

and the respondent's social class background accounts for

less than one per cent of the variance within schools in

number of visits to a counselor. When curriculum placement,

grades, and verbal ability are controlled, fhe net increment

to within sdhool sums of squares explained is less than 0.3

per cent. It is possible that the trivial association pre-

sent is indicative of a ciarvilinear relationship between

. background status and number of visits to a counselor. One

could argue that the low status student may have seen the

counselor concerning behavior problems, rather than college

admissions or other vocational advice. For the total pooled

sample, the correlation ratio between father's occupational

status and visits to a guidance counselor, assuming five

categoric variables, was only .162, while the linear rela-

tionship was .120. The increment in sums of squares is
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significant, Which indicates the relationship is not strictly

linear; however, the coefficients fram the equation did not

demonstrate the predicted curvilinear pattern. The equation

to test for linearity fit four dummy variables, omitting the

category "never." The coefficients,then,represent deviations

from this category; each was positive, and the unstandardized

coefficients increased for eadh number of visits. If th

relationehip to status were curvilinear, one would expect

the parameters for both many visits,and few visits to be

lower. On this basis, it was decided to ignore the non-

linearity observed since it aid not seem to be readily inter-

Pretable, and data on Why a particular student saw a guidance

counselor was not available.

The effects of social class on access to a counselor

are hot large; When verbal ability is included, the combined

unique effects of social class account for slightly over 0.4

per cent of the variance. The unique effects of social class

When grades, curriculum, and ability are included are less .

than 0.3 per cent of the variance in number of times a stu-

dent saw a counselor. The total variance explained within

sdhools is only slightly lese than 2.0 per cent; it would

seem that.the differences between sdhools in number of times
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a student saw a counselor account for approximately six times

as much of the variance as measured variables within schools.

The focus was on the relative explanatory power of social

class, however, and not the total proportion of 'the variance

attributed to it. .The effects of social class are much less

important, in the present sample of schools, than grades,

verbal ability or curriculum; the unique effects of curricu-

lum, accounting for 0.8 per cent of the variance, would seem

substantially greater than the effects of background. Cur-

riculum assignment is the single largest predictor of number

of times a student saw a counselor, of any measured variable

included in the equation. While it is difficult to argue

that the model begins to account for the .observed variance

among students, the conclusion that social class is not a

strong predictor seems.tenable. The time a guidance counse-

lor spends with a student depends to a greater extent on the

curriculum placement, grades, and ability level of the stu-

dent than on social class background. The strength of the

association between curriculum assignment and number of visits

would seem to indicate that the counselor's time is differ-

entially allocated between curricula, independently of grades

or ability level. The causal relationship is not completely
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clear, since students may have visited a counselor in order

to transfer into the college prep curriculum. Since we

have no information regarding initiation of visits, the

counselor' s time may depend on student's seeking advice,

rather than being called in for advice. Although the issue

of allocation of counseling time cannot be viewed as con-

sciously discriminatory by curricula, the effects would

seem to operate to the*advantage of the college prep pupil,

even When ability leve, grades, and social class background

are controlled.

The amount of perceived encouragement a student re-

ceives to continue education beyond high school is the

second major counseling variable to be considered. The

objective was to assess the relative importance of social

class background in predicting perceived encouragement.

The distribution of responses dhown in Table 28 revealed

that the distribution was not normal; the possibility of

transforming the variable was rejected, since it is not

clear' that the underlying distribution is normal. The re-

gressions were computed on the variable as it exists, coded

as a thx-ee-point scale, violating the assumptions of

normalcy.
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Social class accounts for slightly less than 5 per

cent of the variance within schools in perceived encourage-

ment, and the unique effects of social class When ability

is controlled account for less than 2 per cent of the vari-

ance. The combined effects of social class add less than

. 0.3 per cent to the within sdhool variance explained When

ability level, grades, and curriculum assignment are entered

in the equation. The effects of social class, although

persistently significant, seem quite small When intervening

variables are considered. For this reason, the direct

effects oE social class were excluded from the model de-

pcting the determination of encouragement and number of

visits to the guidance counselor. The model presented in

Figure 14 is based on the set of recursive equations which

do not include direct peths between social class background

and either encouragement or number of times the student saw

a counselor. The equatibns in standard form for the solu-

tion of the model are:

(6.1) nV
-vo P Eve P Svs P Uvu v

(6.2) C
pcotO Pce E Pcs S Pcv V Upcu c

(6.3) G = pgo 0 + pgo E + pgs + pgv V + p Ug

178
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(6.4) DN
-

G+D C +Dng
-nc -nv V Pnu Un

(6.5) T + p
tg

G + p
tc

C + p
tv

V + p. U
t

where it is assumed that

S.

r = r = r = r
un

= r
ut

= 0,
uv uc ug

or that'the residuals are uncorrelated.

The model represents relationships Which must be

interpreted as causally amblguous. While most students are

assigned to a curriculum prior to entering their junior year

and grades are cumulative th..roughout their high school years,

it is not clear that these events are prior to encourage-

ment and visits to a counselor in the junior year in every

case. The purpose of the analysis is illustrative; the ob-

jective is to assess the relative strength of the prede-

termined variables in predicting counseling outcomes. The

conclusions of the analysis are that social class has only

a trivial relationghip to either access to counselirig measured

by number of visits and perceived encouragement. Social class

effects appear slightly stramger When comparing the pooled

equations, which suggests that differences between schools

magnify the social class differences somewhat. However, the

119
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net impression is that social class background has only a

trivial relationship to counseling once grades, curriculum,

and verbal ability are controlled.

Secondly, the association between curriculum and

counseling is quite strong. To the extent that counseling

represents a service or resource allocated within schools,

the student's placement is a more important determinant of

the differential allocation than either grades or ability

level. .The implication of such a differential by track

suggests curriculum assignment is the mechanism within

schools for selective encouragement and counseling. While

the process within sdhools does not seem to reflect the

social class background of students, mechanisms of selection

and differentiation are important to an understanding of the

. part schools play in determining adult roles and status.

Race and Counseling

The analysis of the determinants of counseling by

race and social class involved only those fifteen schools

described. The zero-prder correlations between counseling

and other variables are given in Table 34, While the complete

ii

180
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TABLE 34.

ZERO-ORDER CORRELATIONS BETWEEN
PREDETERMINED VARIABLES AND NUMBER
OF VISITS. TO COUNSELORS, (T) AND
PERCEIVED ENCOURAGEMENT (N) FIFTEEN
INTEGRATED SCHOOLS

VARIABLES T N

Sex -.067 -.112

Race .047 .141

Father's
Occupation .078 .225

Father's
Education

.
.113 .256

No. of
Siblings -.052 -.158

Verbal
Achievement .094 .391

Curriculum .138 .457

Grades .088 .283

Aspirations .158 .470

School Effects
(% between) .097 .066
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matrix for other variables was presented in the preceding

chapter. The standardized beta coefficients for the analysis

are presented in Tables 35 and 36. The path coefficients

to be presented were calculated by standardizing the co-

efficients calculated within sdhools by the square root of

the ratio of the proportion of variance within sdhools in

the independent variable to proportion of variance within

sdhools on the dependent variable. For example, the re-

gression. equation

V. = b + b101.
+
b
2

E. +

14

B.,s. b.X . + ei
1 j=1 3 '3

Where X is a dummy variable calculated for eadh sdhool, pro-

*vided three within sdhool partial coefficients. The formula

B* = B* VToc7-4,7vo.esw
vo.esx

j-CTINATT

provided the estimate of the within sdhool effect of father's

occupation on verbal adhievement Which would have been obtained

from the covariance model whidh subtracted school means from

182
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TABLE 35

STANDARDIZED BETA COEFFICIENTS PREDICTING
NUMBER OF VISITS TO COUNSELOR (T) AND PER.-
CEIVED ENCOURAGEMENT (N) BY SOCIAL CLASS,
RACE, ABILITY, GRADES AND CURRICULUM FOR
FIFTEEN.INTEGRATED SCHOOLS

EQUATIONS
TESTED TOTAL
POOLED SAMPLE

INDEPENDENT VAilIABLES

0 . E V R
2

T on 0,E,S,R .017* .096 -.022* .012* ..014

T on 0,E,S,
R,V .008* .086 -.013* .003* .060 .017

T on C,V,G .011* .117 .049 .021

T on C,VIG,
.002* .008* .115 .049 .022

T on 0,E,S,
R,C,V,G -.003* .071 -.005* .004 -.006* .043 .103 .026

N on 0,E,S,R .100 .173 -Aga .043 .086

N on 0,E,S,
R,V .044 .119 .032 -.045 .343 .173

N on C,V1G .159 .126 .329 .248

N on C,V,G,
.012* .162 .125 :327 .249

N on 0,E,S,
R,C,V1G .013* .073 .007* -.024* .149 .120 .312 .254

*Regression coefficient less than twice standard error.

183
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TABLE 36

STANDARDIZED BETA COEFFICIENTS PREDICTING
NUMBER OF VISITS TO COUNSELORS (T) AND
PERCEIVED ENCOURAGEMENT (N) BY SOCIAL
CLASS, RACE, ABILITY, GRADES, AND CURRI-
CULUM, NET OF SCHOOL EFFECTS

EQUATIONS
TESTED TOTAL
POOLED SAMPLE

Ii1DEPENDENT VARIABLES

R20 V

T on 0,E,S,R .018* .075 -.032 .013* .106

T on 0,E,S,
R,V .010* .066 -.024* -.005* .078 .110

T on C,V,G .031 .030 .110 .113

T on C,V,G,R .011* .027* .029*.110 .114

T on 0,E,S,
R,C,V,G .002* .053 -.0l7* .001* .021* .024 .098 .116

N on 0,E,S,R .070 .150 -.064 .041 .113

N on 0,E,S,
R,V .036 .114 -.027* -.035 .338 .186

N on C,V,G .144 .126 .331 .263

N on C,V,G,R -.008* .147 .126 .330 .263

N on 0,E,S,
R,C,V,G .006* .068 -.005* -.017* .141 .119 .317 .267

*Regression coefficients less than twice standard errors.

184
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each of the individual level relationships.

Figure 15 summarizes the within school procsses

estimated in this manner, for fhe fifteen integrated sdhools.

The.coefficients for race were excluded from fhe calculations

since they were not significant When verbal ability,grade

point average, and curriculum assignment were controlled.

The significance.tests were calculated for the minimum number

of cases available in a given equation, although all correla-

tions were computed by assuming a pariwise deletion of missing

observations, to preserve information. The degrees of free-

dom for the entire equation, however, is based on the number

of cases with responses on every variable. The significance

level accepted for a particuldr coefficient was chosen to be

an F-value exceeding 4.00, implying that the coefficient was

at least twice fhe standard error. The effects of race are

without exception insignificant, although the criteria is

relatively stringent. The direction of the race coefficient

dhould be noted, even though fhe effects are insignificant.

Non-White students perceive more positive encouragement from

cOunselors When background; ability level, grades, and

curriculum are included fhan do white students. Non-whites

185
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tend to see counselors, however, slightly less than white

students, regardless of background or intervening variables,

although the effect is trivial. The conclusion to be

readhed on the basis of the present sample of high schools

is that neither the counselor's time nor encouragement are

allocated differentially by race. If racial discrimination

Miligh schools is present, it does not seem to be reflected

in either how often a non-white student sees a counselor or

the perceived encouragement when the student's verbal ability

is controlled. In fact, for two students differing only on

racial background, the non-White student is likely to per-

ceive slightly more encouragement than the White student.

The within school effects of race are less than the direct

effects of any other background variable on both number of

visits to a counselor and encouragement. In general,

neither the social class nor racial becka-ound of the student

predict the differential allocation of counselor's time or

encouragement; when the effects of intervening factors such

as curriculum assignment, ability, and grades are controlled,

background factors are only trivially related.

IS?
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Conclusions

The relationghip between background and access to

counseling has been explored in the present chapter. While

the variables dhosen are no doubt crude approximations of

subtle process within schools, the results provide little

evidence that social class, background or race are critical

determinants of differential access to counselors or per-

ceived encouragement. With regard to encouragement, the

popular conception of the alienated lower class pupil would

not seem upheld in the present analysis; less than 3.0 per

cent of the variance within schools in perceived encourage-

ment is explained by social class, and when other vari'ables

are included, sudh as verbal ability, the unique effects

are quite trivial. The findings with regard to race suggest

that it is even less important than social class in account-

ing for the variance. While it is apparent that the largest

portion of the variance is not explained, one would expect

background differences among students to be relatively mcmne

important in explaining stratification within schools, or

the structure of rewards, such as grades, and encouragement,

if schools were perpetuating social class differences through

:ILES
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selection. The allocation of counseling services is differ-

ential with respect to curriculum; it seems reasonable to

argue that other resources within the sdhool are also dif-

kerentially allocated as well.

The determinant of stratificatian within sdhools,
-

hvdever, is primarily verbal achievement, rather than back-
.

ground. A description of schooling as reinforcing back-

ground differences, rather than encouraging mobility, is not

supportcd with the present data. A more realistic appraisal

is that the mechanisms of selection operate primarily

through a student's ability level,and When ability is con-

trolled, the rewards and reinforcement offered by schools

is not strongly related to social class, background or

race.



CHAPTER.VII

CURRICULUM PLACEMENT BETWEEN SCHOOLS

The focus of the analysis prior to now has been pri-

marily on the determinants of curriculum placement at fhe

individual level for twelfth grade students. Equally inter-

esting questions can be asked concerning the determinants of

grouping between schools. The probability of being placed

in a college prep curriculum for any student, depends both

on the individual-level determinants and on the school pro-

portion assigned to a college prep curriculum, wifhin fhe -

sdhool in Whidh the student is enrolled.

Although assignment probabilities depend primarily

on verbal ability, and only sliOtly on the claw background

of the pupil, perhaps the socio-economic composition of the

high school determines fhe size of the track, and thus the

prdbability of placement in a college track. While .tht

composition of the college track is certainly more select

than the school, we should like to estimate how schools

differ in the degree-to which students are segregated by

182
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social class and race due to differential placement.

In ehe first section, we Shall consider the effects

of composition on mean verbal score and on proportion

college prep. Secondly, the residual scrres will be

analyzed and the effects of different tracking policies

explored.

Composition and Context

The variables involved in the between-schools anal-

ysis tre SdhoOl means, and curriculum means idthin schools.

*The dependent variables we are concerned with are mean verbal

score for the sdhool, and proportion college prep. The in-

dependent variables measuring social class composition are

mean father's education, mean number of siblings, and mean

occupational prestige of fathers. These values were computed

separately for each sdhool and constitute the variables

utilized in the between sdhool analysis. Table 34 presents

the means, standard deviations, and correlations used in the

analysis.

-The between schools analysis-consists of two dis-

tinct components; the decomposition of the variance between

composition effects and residual, or contextual effects, and
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an analysis of the residuals in terms of policy and struc-

tural differences between sdhools. The.model for the in-

terpretation oi differences between schools is based on a

similar decomposition by Hauser;
1

the additive relationghip

v. = C. + rj [Eq. 18]
3 3

expresses the decomposition in raw form of the variables

analyzed. Two separate decompositions were obtained; the

effects of sdhool differences in SES on verbal adhievement

and the effects of SES and achievement differences on cur-

riculum placement. If the subscri.pts i, j, and k represent

students, sdhools and variables, respectively, the value Cj

is equal to the composition effect, standardized by the

within sdhool net regression coefficient in raw form of V.
3

on X
ic ,

or, 48

*
V. = V.Z; b (X - X ) [Eq. 191
3 3 k=1 vx .jk ..k

That. is, V. :nepresents the amount by which mean school verbal
3

adhievement would dhange if the sdhool means on predetermined

variables were shifted to the grand mean for all schools and

students. The variables can be standardized to obtain:

1
Hauer, "Schools and the Stratification Process,"

American iournal of Sociology, LXXIV, No. 6 (Mqy, 1969),
pp. 587-611.
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V - V = C - E SDc R *. SDR
lams&

SD
v

SD
c

SD
v

SD SD
v

(Eq. 203

The standardized coefficients can be interpreted as the paths

in a diagram such as shown in Figure 16. The model allows

one to decompose the between sdhool variance into a propor-

tion due to composition, a joint proportion, and a residual

variance. The equation for the complete determination of

the effects on V, would be

1 = P2 P2
vc vr

2 P r
crvc vr

[Eq. 21)

The path between R and V is normally assumed to be the con-

textual effect; as Hauser argues, howLver, the effects oper-

ating fhrough R include all the unmeasured determinants of V,

as well as any structural difference between schools. The

assumption that rcr = 0 is not required in the present ex-

ample, since the wifhin school slopes were used to estimate

the values of c..

Table 38 presents the results of this decomposition

for each of the social class background variables individu-

ally. The adjustments were computed from the actual within

sdhool slopes present, and standardized across all schools.

194
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This procedure disregards the interactions between school

slopes as contextual effects. Additionally, the unstandard-

ized partial regression coefficients were used to compute a

value of Cj for each sdhool Which took into account all the

background variables between schools. In the present sample

social class composition accounts for between 3 to 25 per cent

of the between sdhool variance in achievement. The effects

of composition are larger when the between school variance

in curriculum'is decomposed, although the joint efrects are

smaller. The negative joint effects obtained in the decompo-

sition of c are due to a negative correlation between compo-

sition and risidual factors, across schools.

Conceptually, the school value, Cj, represents the

amount the school mean would change if the school mean on the

predetermined variable were ghifted to the grand Mean. The

risidual, Rj, represents the difference computed for each

sdhool between Vj and Cj. As Table 39 indicates, the re-

sidual variance is considerably larger than the effects of

composition for any of the variables. The residual variance

could be interpreted as the effects of context on student

achievement on placement, except insofar as it reflects
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unmeasured composition factors.

The substantive importance of the residual term is
an important issue in school effects. To the extent that
it can be related to structural differences between schools,
it may be interpreted as a school effect. While the effects
of composition do not account for most oE the between school
variance in either achievement or curriculum placement,
interpreting the residual as a contextual effect is hazardous.
An effort was made .to test the relationship between the size
of the residual and school characteristics. The residual
term was calculated krom the between schools equation:

OND
r = v . - b . (o o ) - b. (E - E ) - b (s - s.)vi 3 3- 3 si i

[Eq. 22]

In this case, r is a measure of the residual between schoolv3

variance in achievedent, when the school composition on social
. class background, measured by father1 s occupation, father's
education and mean number of siblings is controlled. The
residual rcj was also calculated, from the equation

rci = ci bi (o - o ) - b. (e - e )
3 S.

b. (s - s ) - b. (v - v3 . .j .3 .j ...). [Eq. 23]
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Where is the residual or contextual effect of curriculumc3
fr-

when verbal ability and social class composition is con-

trolled.

The strength of the relationship between the residual

and six structural variables Was tested by calculating the

zero-order correlations and by computing a multiple re-

gression equation Which included dummy variables based on

pategories of the independent variables. The zero-order

correlation measures the strength of the linear relation-

ship, While the total sums of squares explained in an equa-

tion based on categoric variables tests for possibly non-

lknear effects. Table 39 presents the values computed for

six structural dharacteristics: size of sdhool; location,

Whether it was located in the central city or suburb; region,

based on differences between sdhools in the West and Midwest,

or the Northeast; Whether the sdhool had an accelerated

curriculum; advanced placement; and the racial composition

of the school. To test for non-linear effects, sdhool size

and racial composition were tridhotimized. The categories

for school size were schools with fewer than 500 students,

sdhools with between 500 and 1,200, and sdhools with an
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TABLE 39

PROPORTIONS OF BETWEEN SCHOOL VARIANCE IN RESIDUAL
TERMS EXPLAINED BY STRUCTURAL DIFFERENCE IN SCHOOLS

......1111010

Independent
Variables

Size of School-Total

Categoric Variables

Location of School

Region

Accelerated Curriculum

Advanced Placement

Racial Composition -
Proportion nonwhit a

Racial Ca tegories

Resi.clual Terms
r.
v3

.482

.461

.018*

.006*

.017*.

.042*

.231

.304

r.c3

.013*

.002*

.023*

.181*

.092*

.112*

-.039*

*R2 Not significantly greater than zero, F-test.

,,
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enrollment larger than 1,200. Racial composition was treated

as three categories: less than lo per cent non-White, 10 -

88 per cent non-White, and more than 88 per cent non-white.

The eight equations utilizing ehe between school

residual, r yielded only four significant relationships.
v3

The racial composition of the sdhool explains slightly less

/than one-fourth of the between sdhool residual on verbal

ability. The racial context would deem, therefore, to be

an important variable in explaining the residual differences

between sdhools in verbal ability. The racial composition

variable, it should be noted, is a school composition factor

whidh was not controlled when computing r .; it seems highly
v3

likely that the significant relationdhip is due to unmeasured

differences in composition, in this case, rather than a

racial context.

The presence of an accelerated curriculum or ad-

vanced placement is also positively related to between school

differences in verbal ability. The significance of these

factors suggests either the presence of an accelerated cur-

riculum or advanced placement is indicative of an academic

or adhievement-oriented context, which influences verbal
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achievement after controlling for composition; or possibly

that the advanced courses thomselves improve the achievement

level of students when social class composition is con-

trolled.

Coleman argued that students Who receive high grades

in sdhools Imihere academic adhievement is valued are rela-

tively more intelligent than students in sdhools Where

academic adhievement is not valued.
2

If one assumes that

the presence of advanced placement is indicative of a rela-

tively more academic orientation, or context, the present

analysis suggests that students do have slightly higher mean

verbal scores, than expected on the basis of composition, in

such schools.

The residual term, r is not related to any struc-
cj

tural characteristic measured. The analysis strongly suggests

that between schools, the unexplained variance in the pro-

portion college prep is not related to the structural char-

acteristics tested.

While this analysis is intended to be merely sugges-

tive, the outcomes do not sapport the importance of a cdntext

2
James S. Coleman, The Adolescent Society (Glencoe:

Free Press), 1961.
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variable whidh is related to size, location of sdhool, or

region. The relationship between racial composition sug-

gests instead the residual is related to unmeasured compo-

sition factors between schools, rather than social class

context.

' Tracking Policies Between Schools

The research originally proposed included a section

concerning the determinants of sdhool policies regarding

tracking, and the determinants of differences between schools.

In particular, the degree to whidh a sdhool assigned students

to groups on the basis of ability and the sdhool policy with

regard to between track mobility were considered important

measures of grouping at the school level. The focus of this

Aection is only on sdhools; While composition of the sdhool

may be reflected in differences in school policies or re-

.sources, the analysis is intended to be descriptive rather

than causal. Since the unit of analysis is the school,rather

than the student, the relative effects of context or compo-

sition are not conceptually distinguished. Inferences will

be restricted to sdhools, and the ecological fallacy is not

relevant. The following analysis was undertaken to determine
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the structural correlates of tracking policies between

schools. The hypothesis was that differences between schools

in policies were related to the size, and composition of the

school. A "flexible" system, for example, would be more

characteristic of a "good" or "fair" school; and that these

sChools could be contrasted and outcomes identified. While

we did not expect to develop a typology of schools, the re-

lationships between policy variableé and school structure

or outcOmes raises important sociological issues regarding

organizational behavior. Tracking here applies to both

ability grouping and curriculum assignment; the dependent

variables are based primarily on the principal's responses

and school-level measures.

The dependent variables to be analyzed are school

policies with regard to tracking, and we will consider

differences between schools which may be related. The amount

of mobility between tracks, as reported by the principal, and

the amount of misassignment to curiiculum were considered

important liariables to relate to structural differences be-

tween schools. Principals were asked two questions regarding

between track mobility:

204
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1) About what percentage of students moved from one
track to a bigher track since September, 1964?

2) About what percentage of students moved from one
track to a lower track since September, 1964?

The responses were coded from none to 60 per cent or more,

for both questions. Coleman constructed a composite scale

from these two questions, consisting of the summed values,

Which he used to analyze the between track mobility.
3

The

present analysis, however, will treat the two variables

separately.

Second, the degree to which the outcomes of group-

ing in a sdhool reflected actdal ability differences be-

tween students is a variable of some importance. The extent

to whidh a particular school assigned students to a college

preparatory curriculum on the basis of verbal ability could

be considered a measure of the conscientiousness of schools

in grouping, or the degree to which selection is meritocratic.

Two distinct measures were computed for both ninth and

twelfth graders in-the sample; the proportion misassigned

at the school level,,and the overall relationship between

3
Coleman, EEOS, Chapter 111.
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adhievement level and curriculum assignment within the sdhool.

Students were initially ranked within sdhools on the basis

of verbal achievement test scores; in fhe case of ties, the

student with the higher self-reported grades was given the

higher rank. The students were.then artificially "assigned"

on the basis of ranks to a curriculum. The proportion

assigned was assumed to be the actual number of students in

tle curriculum within the school. 'ihis procedure yielded a

predicted placement for each student, Which could be com-

.pared to the actual placement within sdhools. The propor-

tion of students "misassigned" was calculated for each sdhool,

as well as the zero-order correlation between predicted

paacement and actual placement. These two variables, computed

separately for ninth and twelfth graders, were dhosen as

measures of the degree.to Which sdhools were "meritocratic"

in assignment policies, or that placement was related to

achievement criteria.
. )

An analysis of the structuial correlates of tracking

policies aCross schools has not been attempted in the socio-

logical literature. ,Hypotheses regarding differences between

schools with respect to tracking are, therefore, based on

a priori assumptions regarding the ways sdhools operate

206
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rather than previous researdh. Fiexibilf.ty in grouping, or

the degree to which sdhools differ in between track mobili-.

ty, ehould be characteristic of schools whidh are relatively

more conscientious in assignment policies, and dhould, there-
;

fore, have fewer students miiassigned. Schools which test

students frequently should also have fewer students who are

incorrectly assigned. It also was postulated that such

schools would have fewer drop-outs. In a study conducted

in Illinois,
4

the argument was made that schools which allow

transfers between curriculum, or crosstracking, held the

'students interest and provided more of an incentive to stay

in school. Brookover conducted a study of three high

schools in Illinois5 and concluded that the high status

schools provided more between sdhool mobility, particularly

for 'higher status pupils within those sdhools. A study

conduCted by the Russell Sage Foundation found that schools

with heterogeneous populations were slightly more likely to

rely on test scores for placement, than more homogeneous

4
Polk, Tradkinq in Pdblic Hicih Sdhools.

5
Wilbur B. Brookover, Donald J. Lev, and Hugh Kariger,

"Discrimination in Tracking"(unpublished manuscript, College
of Education, Midhigan State University, 1968).
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school 's

.

6
While these differences were in no case large,

the'direction of inquiry was to ascertain Whether struc-

tural differences in the schools presently studied partially

accounted for differences in pcilicies.

The total distribution of responses by principals

to the questions of betmeen track mobility are presented in

Table 40. The correlation between the amount of mobility

into an upper track and into a lower track is only .04 across

the schools in the present sample. Apparently less than half

the principals viewed tracking as a zero-sum model, in Which

movement into a high group was equal to movement into a

lower track. The remaining principals responded that a

larger proportion of students moved into the high group.

Sudh differences account for the low cwrelation between the

two measures across schools.

The test that the differences between sdhools in

policies reflected structural.characteristics of high schools
,

was conducted primarily by.inspecting plotted distributions

of the policy variables and other characteristics of schools.

An analysis of variance in which the dependent variable was

6
David Goslin, Teachers and Testing (New York:

Russell Sage Foundation, 1967).
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TABLE 40

PERCENTAGE DISTRIBUTION OF RESPONSES BY PRINCIPALS
TO QUESTION OF BETWEEN TRACK MOBILITY

ti N = 42

Response

Movement
Into High
Track

Movement
Into Low
Track

. .

% (N) % (N)

None - - -
. .

-

0 .. 10% . 14.2 ( 6) 45.2 (19)

10 - 20% 33.3 (14) 42.8 (18)

20 -.50% 28.6 (12) 9.5 ( 4)

over 50% 23.8 (10) 2.3 ( 1)

Total 100.0% 42 99.8% 42
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amount of mobility between tracks seems as parsimonious a

way of presenting the results as any other. Since the

sample size was small, the independent variables have been

dichotomized at the between sChool means, and the sums of

squares explained computed across schools. These differ-

ences were computed with a regression routine which tested

the significance of a dummy variable entered into the equ-

ation for cases falling above the mean on the independent

variable. The test is statistically equivalent to a t-test

for the significance of differences between means. Both

dependent variables were coded at the midpoints of the inter-

vals represented. Table 41 summarizes the means, standard

deviations, and the .proportion of variance explained in the

dependent variables by each independent variable.

As Table 41 illustrates, only the proportion white

collar in the school was significantly related to amount of

mobility across schools. The general conclusion to be

reached from the analysis of the differences between schools

in mobilitli in the present sample is that mobility or

flexibility of track3Ing does not seem to be related system-

atically to any school characteristic studied; the relationship

210

dr,
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TABLE 41

MEANS, STANDARD DEVIATIONS, AND PROPORTION
.OF VARIANCE IN BETWEEN TRACK MOBILITY

EXPLAINED BY INDEPENDENT /VARIABLES

Independent
Variable Mean

Standard
Deviations

Proportion
Variance
Explained in
Upward
Mobility

Proportion
Variance
Explained
Downward
Mobility

in

Number of
Achievement .

Tests Given 2.1% .8% 8.4%* 2.1%*

Number of .

IQ Tests .7 .5 4.2* 7.4*

Per Cent
Misclassi-
fied at

.

. .

.

.

12th grade 29.3 11.4 3.1* .2*

Per Cent
Drop-Out 13.0 8.2 .2* 1.7*

Per Cent
White Col-
lar in

.

School 35.4 17.9 16.2 14.3

Per Cent .

White in
School 78.3 27.0 7.3* 4.6*

* F-value less than 11 .or differences insignificant at .05
level.
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between social class composition and flexibility would also

be insignificant if two schools were omitted. The degree

to Whidh schools differ in "equity" of asignment was also

examined. The plotted distributions were quite random with

respect to any structural difference observed between sdhools.

Mare importantly, the variables do not seem to measure per-

sistent characteristics of schools. Table 39 presents the

zero order correlations between the ninth and twelfth grade

of the proportion misassigned, and the within school corre-

lation between predicted assignment and actualassignment.

Such low relationships between effects in the ninth grade

and school effects in.the twelfth grade strongly suggest that

the variables measured are not enduring sdhool characteris-

tics. Misassignment would seem to be a random phenomenon

with respect to different sdhools or cdhorts of students.

Conclusion

In the present dhapter between sdhool differences in

curriculum assignment were explored. The between schools

variance in both verbal adhievement and placement was de-

composed to represent the proportion due to context and the

proportion 'clue to composition. The general conclusion readhed



205

TABLE 42

MEANS, STANDARD DEVIATION AND ZERO-ORDER
CORRELATIONS BETWEEN PROPORTION MISASEIGNED

AND WITHIN SCHOOL. RELATIONSHIP BETWEEN

Cum Icuum ASSIGNMENT AND ACHIEVEMENT

N = 42

a b c
-

Mean
Standard
Deviation.

Ninth Grade
a) Proportion

Misassigned 1.00 29.3 6.5

b) Within School .

Correlation .64 1.00 .319 .175

Twelfth Grade
c) Proportion

Misassigned .32 -.02 1.00 25.5 5.2

d) Within School
. .

Correlation -.210 ,.46 -.69 .421 .169
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was that the sdhool composition accounted for between 3 to

25 per cent of the variance between schools. An attempt

was made to relate the residual effect, or the variance

Whidh might be attkibuted to school context, to structural
' . .

differences between schools. The only dharacteristic Which

was found to be significantly related to the residual vari-

ance was the racial composition of the high school;this

Auggests.that the residual between schools variance is due

to unmeasured composition factors rather than measured

structural differences between schools.

.The differences between schools in tracking poli-

cies were also explored. The differences reported were not

related to sChool size, location of school, or social class

composition. In partothese results may indicate that the

necessity to limit the analysis to four-year urban high

schools may have eliminated most of the variability be-

tween schools Which is related to policy differences.

Secondly, the reliabilities of the principal's responses

on flexibility of tracking may be quite low. There is no

way to test hcm# adequately the principal's estimate corres-

ponds to the actual within school mobility. It ii likely

that many schools do not have a stated policy, but assign

^-^, -----
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or transfer pupils differently in different grades, or

based on distinct criteria. If teachers have a.large part

in the decisions regarding placement, the principal may not

actually know how often students are reassigned or trans-

ferred. Finally, the within sdhool relationdhip between

curriculum assignment and achievement level did not corre-

late highly between the ninth grade and the twelfth grade.

To the extent that sdhools differ with respect to criteria

for placement, or social class or racial biases exist, one

would expect comparable results between the ninth and the

twelfth grade across schools. The low correlations suggest

ehat such differences in misassignment are not the result of

consistent school policies, but operate relatively randomly

across different cohoerts of students within sdhools. One

could conclude that either the measures chosen for the

adequacy of placement are too crude to measure subtle dis-

tinctions within schools, or that the lack of consistency is

. evidence that placement is not an inherently discriminatory

process, in that the schools studied do not show consistent

tendencles to misassign pupils, When achievement is the

criteria cE placement.



CHAPTER VIII

SUMMARY AND CONCLUSIONS

The analysis presented has focused on the determi-

nants of placement in forty-eight public high schools located

in the urban Nor.th. A review, of the findings are presented

in the present chapter, and the implications discussed.

Several alternative models of placement are presented, and

explored in the context of equality of opportunity.

Summary of Findings

The process of assignMent, it has been argued, can

be viewed as the critical variable in educational selection

and recruitment to college, the labor market, and adult roles

and status. The determinants of placement reflect the

stratification system within sdhools whidh serves as an

intervening link in the attainment process. The norm of

American secondary education is the comprdhensive public

high school, which provides a differentiated curriculum, for

208
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students of different backgrounds, and abilities. Tracking,

or curriculum assignment in the present case/is a mechanism

for both the selection and differentiation of students. The

structural differences between sdhools in types of curricu-
1

lum,accelerated or 'honors programs, remedial course work, or

other more refined within school grouping practices has been

largely ignored in the present analysis; the focus has been

entirely on the relatively crude distinction between a

college preparatory curriculum and all others. The tationale

is that this distinction is a primary ingredient in the

determination of both aspirations and actual college atten-

dance. The determinants of assignment within high sdhools

thus reflect the linkage between educational instituions and

those of the larger society; an understanding of the pro-

cesses of selection in 'high schools should contribute to an

understanding of the dynamics of social mobility, and the

determinants of attainment.

Within sdhools, the determinants of placement are

largely the tested verbal ability of the student, not social ,

class background. The direct effects of verbal adhievement

are nearly ten times as large as the direct effects of social

class on either placement or grades. The direct and indirect
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effects of social class combined account for only slightly

more than one-third of the total variance in placement ex-

plained; the decomposition of variance for grades is quite

comparable and does not suggest that social class is an

important determinant of processes within sdhools. Quite

similar results were obtained when the analysis was re-

stricted to only.integrated schools; the effects of race,

however, dhallenge the prevailing assumption that discrimina-

tion within schools is a source of differential attainment.

Differences between sdhools add only 4.1 per cent to

the variance accounted for in placement when ability is

controlled, and 3.3 per cent of fhe total variance When

social class and ability is. included. Equally important,

neither the variations in assignment probabilities between

sdhools nor the interactions within sdhools seem readily

interpretable or related to observed differences between

sdhools. While composition accounts for less than half the

between school variability in either verbal score or propor-

tion college prep, the residual variance ihows only a slight,

and usually insignificant, relationship to other character-
;

istics of the school. Since the present sample of high

218
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schools is (a) not random and (b) selected to be relatively

homogeneous, these results do not seem either startling or

large enough to justify pursuing at length. The strongest

impression is that although sdhools do vary somewhat, iso-

lating the source of differences is extremely difficult;

.'given the relatively small amount of the total variance

which lies between 'schools when individual differences are

controlled, it does not seem to be a potentially fruitful

exercise. When a truly random sample of schools is avail-

able, with a larger case base than 48 , or our theoretical

conceptions of What constitutes a meaningful contextual

effect are better developed; perhaps differences between

schools will become less ambiguous. As Hauser states, when

discussing the general subject of the size of school effects,

. Leaving to one side the interpretation of school
differences, the EEO finding that school differences
were small is undoubtedly correct. None of the
studies of school effects.leaves any reason to doubt
the validity of this finding. Moreover, we can reduce
gross school effects to the point of substantive (if
not statistica.1) insignificance by recourse to the
moderately powerful sociological theories of indi-
vidual achievement which are presently available.1

1
Robert M. Hauser,'"Educational Stratification in

the United States," Sociological Inquiry, XL (Spring,
1970), p. 118.
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The racial effect isolated in the present analysis

is perhaps more interesting, in some respects, than the

effects of social class. While coefficients for race with-

in Schools 'are quite small, they suggest that non-whites are

not discriminated against in placement. In fact, if verbal

skills are.the criteria of appropriate plabement, non-white

students are slightly more likely to be assigned to a

college preparatory track than white students of comparable

ability and social class background. The relationship holds

between schools as well, although this is largely due to the

fact that the three all-black schools analyzed in the

present sample have a large proportion of students assigned

to .a college preparatory track, and relatively low verbal

scores. It is not clear whether non-white students actual-

ly receive college preparation equivalent to white students,

although it seems reaSonable to doubt that they do.

The relationship between counseling and placement

was analyzed; it seems clear that neither social class nor

racial background are associated with either the number of

times a student saw a counselor or the amount of perceived

encouragement to continue studies,once verbal ability, place-

ment, and grades are controlled. If counseling services

I'
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are viewed as a school resource, it seems doubtful that they

are allocated on the basis of either social class or race.

The strongest determinant of either counseling variable is

the .student's placement. The relationships examined sug-

gest that curriculum placement is a critical mechanism

within schools for differentially allocating counseling

resources.

The summary impression of the selection mechanisms

operating within schools is that they are largely merito-

cratic,in that the student's ability level is considerably

more important than background factors in determining place-

ment. The effects of curriculum placement are difficult to

document in cross-sectional data; from other sources
2
we know

that placement is highly related to actual college atten-

dance. In the present context, the effects of placement on

aspirations is considerable, although the causal relationship

is unclear. The study of aspirations is relatively handi-

capped, since we know little of how aspirations are formed

2
See Educational Testing Service, Background Factors

Rela.Eing to College Plans and College Enrollment Among Public
High School Students (Princeton, New Jersey,. 1957); and
John C. Flanagan, The American High School Student (Pitts-
burgh: University of Pittsburgh Press, 1964).

,j
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or the degree of stability over time. It is noteworthy that

the present analysis suggests school influences, such as

grades, and curriculum, and tested ability largely account

for most of the .variance in aspirations, while social class

background and race add only a small increment to the sums

of squares explained. Although the model is deficient in

certain raspects, student aspirations seem largely deter-

mined by processes within the school rather than family in-

fluences. The role of schooling as an intervening vaiiable,

mediating and diminishing the effects of background is

largely supported in the present analysis.

The importance of curriculum placement in the allo-

cation of school resources is difficult to test without

more specific knowledge of the structural arrangements in

he school. Logically, the argument that 'students in the

college preparatory curriculum are exposed to brighter, more

highly motivated peers and that the content of courses is

more academic seems irrefutable. It is, however, difficult .

to argue either that (1) this affects differential achieve-

ment 'independently or (2) that altering the present mechanisms

of selection would alter the observed Outcomes. While it is

222
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likely that counseling services, and perhaps teaching skills

as welloare differentially allocated between tracks, the

"equity" of observed placement does not indicate that social

class or racial bias is prevalent except insofar as ability

is associated to social class background.

Placement and Policy

The implications of this research for the study of

stratification are considerable. The frequent analogy to

occupational stratification is not without -rea.son, since

curriculum placement reflects in part the selective mechan-

isms linking the educational system to that of the occupa-'

tional sphere. . The determinants of placement in the present

study seem considerably less dominated by background factors

than the determinants of actual college attendance.
3

While

this may'provide reassurance for the educator, one scarcely

knows where to find "inequality of opportunity." It does not

seem to be either bet/men schools4 of within them, if one

3See Ralph F. Berdie (ed.), After High School, What?
(Minneapolis: University of Minnesota Press, 1954).

4
See Daniel P. Moynihan and Frederick Mosteller (eds.)

.0n Equality of Educational Opportunity (New York:Random
House, 1970)
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accepts the results of test scores as the criteria.. Perhaps

it lies, in the scarcity of resources which prevent less

privileged but talented students from attending college.

Or perhaps schools fail to provide relevant alternatives

and access to vocational opportunities for the student less

oriented towards academic subjects. By concentrating on

high school seniors, we have ignored the large numbers of

students who leave school at sixteen. If one is to credit

their reports,
s

school had little to offer them.

The larger issues of equality of opportunity are

clearly not.resolvable in the context of this study, or

any single study. The determinants of placement in compre-

hensive public high schools have been presented descriptive-

ly, as the operation of selection processes and mechanisms

in schools. The results suggest that in American high schools,

achievement, as measiired by verbal tests, is more important

than-ascription, as measured by social class and racial back-

ground.

A critique of the process of selection requires a

Kenneth Polk, "Tracking in PubliC High. Schools,"
Trans actions, Vol. LXX. October, 1970).

-0"..
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comparative framework. In the present context, two alterna-

tive models will be presented whidh to some degree describe

what the composition of the college track would be under

varying assumptions. If one were to insist that high

schools randomly assigned students to a curriculum, the re-

sulting composition would presumably be random with respect

to social class. Sudh a procedure might insure "eatiality"

of outcomes; it is doubtful the results would be satisfactory

for either students or college admissions officers.

Mternatively, we might assume placement is zero-

sum within schools, and students are assigned totally on

the basis of within sdhool rank on verbal achievement tests.

Table 40 presents the results of sudh an exercise for all

students in the forty-eight schools studied. The within

school ranks were obtained by ordering students on the basis

of scores on the verbal achievement test, and in the case

of ties, assigning a higher rank to the student with highest

grades. Students were then "assigned" to a curriculum on

the basis of the actual number of students in the sdhool re-

porting themselves ir) the college track, and the students'

rank within the school. The proportions college prep are

presented by race and social class background for all students

wig
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TABLE 43

PROPORTION COLLEGE PREP BY SOCIAL CLASS AND
RACE, FOR NON-FARM TWELFTH GRADE STUDENTS

ACTUAL AND EXPECTED BY WITHIN
SCHOOL RANK ON VERBAL ABILITY

ACTUAL EXPECTED

WHITE . 60.3 62.1

White Collar

.

72.4 69.9

Blue Collar 45.6 . 49.9

,

NON-WHITE 43.1 40.6

White Collar -""" 54.8 44.4

Blue Collar 39.2 32.3

TOTAL 52.6 52.6

40'
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in the present sample from non-farm backgrounds. White

collar is defined as students reporting their father's occu-

pation as professional, tedhnical, managerial, official, or

sales; While baue collar includes skilled and semi-skilled

workers, service occupations, ldborers and clerical posi-

tions.
6

In the present example, it should be noted that

only 26.2 per cent of fhe students would have dhanged asslgn-

ment under the conditions imposed. .The expected proportions

demonstrate that for White students, fhe dhildren of blue

collar workers would be more represented in the college prep

curriculuni than at present; non-Whites, however, would be

considerably less represented in either class. If the degree

of meritocracy is represented by bow closely assignment repre-

sents the distribution of tested ability within schools, the

outcome for non White pupils seems questionable in a complete

meritocracy. If schools relied more on the results of stan-

ardized achievement tests, the outcomes would be consider-

. ably less favorable for non-whites.than the present selection ,

mechanisms operating within schools. While this is a rela-

tively crude approximation to outcomes obtained by utilizing

6
See Chapter III for a more detailed description

of the occupational question and codes.



220

.

different criteria, the results suggest the problems intrin-
:

sic in advocating, an alternative to assignment as it exists.

Perhaps schools dhould maintain a larger college

preparatory curriculum than now exists, encompassing all

students Who aspired to enter college instead of maintain-

. . ing a selective curricula by ability. By relaxing the con-

straint that.the college prep curriculum ehould include

only the numbers now enrolled, we can compare the outcome

of assignment assuming all students aspiring to college were

actually placed in the college curriculum. Such a policy

has precedent in the open enrollment system begun in certain

state universities. Table 44 presents the results of this

exercise. The number of cases differ from Table 43 because

students Who did not respond to the question on aspirations,

as well as those aspiring to less than high school comple-

tion, were omitted. It dhould be noted first that the

total number of pupils assigned to a college curriculum

increased from 54 per cent to 65 per cent. The distribution

within social class and racial categories appears more

equitable than the present arrangement, although we have

still not approadhed "equality" of outcome. If curriculum

placement were structured to provide maximum opportunity
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TABLE 44

PROPORTION COLLEGE PREP BY SOCIAL CLASS AND
RACE, FOR NON-FARM TWELFTH GRADE STUDENTS

ACTUAL AND EXPECTED IF ALL STUDENTS WHO ASPIRED TO ATTEND
COLLEGE WERE ASSIGNED TO THE COLLEGE PREP CURRICULUM

ACTUAL EXPECTED

WHITE 60.5 66.2

White Collar 71.3 80.3

Blue Collar 46.0 57.6

NON-WHITE 46.5 59.5

White Collar '52.8 72.1

Blue Collar 42.1 63.8

TOTAL 53.5 64 8
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for every high school student Who aspired to attend college

to be in the college preparatory curriculum, the increase

in racial eauality would result, While the changes in
.

social claa's.,..Fould be only slightly more favorable for the
. .

blue collar students. Once more it would seem that changing

the criteria of placement would provide someWhat ambiguous

results if the object is to maximize the equality of out-
-. - .=

come and attempt to force the results to be independent of

origins. .The relative size of the pool of students desiring

to attend college, however, dhould perhaps be indicative of

the inadequacy of most high sdhools' programs. The present

analysis is in substantial agreement with Ramsoy, When she

concludes:

. . there are bcth positive and negative sides to
the way in which the organization of the high school
curriculum works as a mechanism for selecting and
training potential college students. The curriculum,
and the persons responsible for allocating pupils to
various parts of it, works well in selecting the
more scholastically able as the recipients of in-
struction anticipatory of college and university,
studies. But the scarcity of that instruction
relative to fhe demand for it leads to a reduction
in its selective effectivene,ss. . . . American 'ugh
schools have succeeded in maintaining an open channel
into higher education for a considerable proportion
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of their pupils, but they have done so in part from
a position of curricular scarcity and weakness,
rather than strength.7

In sum, the present dhapter has reviewed the find-

ings of this study and discussed the implications of the

analysis as both a contribution to our knowledge of the.

*selective mechanisms at work in high schools, and alterna-

tive systeMs one mfght recommend. It seems clear from the

present study that advocating alternative mechanisms might

not provide more egalitarian outcomes than presently exist.

The educational alternatives to tracking do not seem rela-

tively more advantageous,than existing arrangements. While

one may criticize the dominant value of achievement, one is

relatively impressed by the degree to which it is prevalent

in Americn public high schools.

Natalie Rogoff Ramsoy, "College Recruitment and
. High Sdhool Curricula," Sociology of Education, XXXVIII,
No. 4 (Summer, 1965), 307.





BIBLIOGRAPHY

Alexander, C. Norman, Jr., and Campbell, Ernest Q. "Peer
Influences on Adolescent Aspirations and Attain-
ments." AMerican Sociological Review, >DUX
(August, 1964), 568-575.

Anderson, C. Arnold. "A Skeptical Note on Education and
. Mobility." American Journal of Sociology, LXVI

(May, 1961).

Anastasi, Anne, ed. Testing Problems in Perspective.
Washington: American Council on Education, 1966.

Armor, David. "The Racial Composition of Schools and
College Aspirations of Negro Students, " in United
States Commission on Civil Rights. Racial Isola-
tion in the Public Schools, 2 vols. Washington,
D.C.: United States Government Printing Office,
Vol. II: Appendix, pp. 143-65.

Atkinson, John W., and O'Connor, Patricia. Effects of
Ability Grouping in Schools Related to Individual
Differences in Achievement Related Motivation.
U.S. Department of Health, Education, and Welfare,
Office of Education, Cooperative Research Project
No.. 1283, Ann Arbor: University of Michigan,
1963. pp: 1-164

Balow, Irving H. "The Effects of Homogeneous Grouping in
Seventh-Grade Arithmetic." Arithmetic Teacher,
XI (March, 1964), pp. 186-91.

Becker, Howard S. "Schools and Systems of Stratification,
. in Education, Economy, and Society. Edited by A.

H. Halsey, Jean Floud, and C. Arnold Anderson.
New York: The Free Press of Glencoe. Pp. 93-109.



.275

Berdie, Ralph F.; ed. After High School, What? Minne-
apolis: University of Minnesota Press, 1954.

Billett, .Roy 0. The Administration and Supervision of
Homogeneous Grouping. Columbus: Ohio State Uni
versity Press, 1932, Pp. 1-159.

Blalock, H. M. Causal Inferences in Nonexperimental
Research. Chapel Hill, N.C.: The University of
North Carolina Press, 1961.

Blau, Peter M., and Duncan, Otis Dudley. The American
Occupational Structure. New York: John Wiley,
1967.

Bloom, Benjamin S. Stability and Change in Human Charac-
teristics. New York: John Wiley, 1964.

Boocock, Sarene S. "Toward a Sociology of Learning: A
Selective Review of Existing Research." Sociology
of Education, =IX (Winter, 1966), pp. 1-45.

Bordua, David J. "Educational Aspirations and Parental
. Stress on College." Social Forces, XXXVIII (March,

1960) pp. 2627 269.

Borg, Walter R. Ln Evaluation of 7cs(,LE_I . . .
Department of Health, Education, and Welfare,
Office of Education, Cooperative Research Project
No. 577. Logan: Utah State University, 1964.
Pp. 1-441.

Bowles, Samuel S. "Towards Equality?" Harvard Educational
Review, XXXVIII (Winter, 1968) pp. 89-99.

Bowles, Samuel S., and Levin, Henry M. "Equality of Educa-
tional Opportunity: More on Multicollinearity and
the Effectiveness of Schools." The Journal of
Human Resources (Summer), 1968.

234



276 .

Bowles, Samuel.S.., and Levin, Henry M. "The Determinants
of Scholastic Achievement--an Appraisal of Some
Recent Evidence." The Journal of Human Resources,
III (Winter), 1968. Pp. 3-24:

Boyle, Richard P. Causes, Correlates, and Consequences of
College Aspirations among Iowa High School Seniors.
Iowa: Urban Community Research Center, 1966.

. "The Effect of the High School on Student's
Aspirations." Ameiican Journal of Sociology,
LXXI (May, 1966), pp. 628-639.

'"Path Analysis and ,Ordinal Data." American
Journal of Sociology, UM/ (January, 1970) pp.
468-76.

"On Neighborhood Context and College Plans (III)."
American Sociological RevieW, XXXI (October, 1966),
pp. 706-07.

. "Social Context and Educational Aspiration:
Influence of High School and Community on College
Plans." Unpublished doctoral dissertation,
University of Washington, 1964.

Brim, Orvill G. Sociology, and the Field of Education. New
York: Russell Sage Foundation, 1958.

Brookover,.Wilber, B..; Erickson, E.L.; and Joiner L.M.
.' "Edu'cational Aspirations and Educational Plans in

Relation to Academic Achievement and SocioeconomicStatus." School Review, LXXV (1967) pp. 392-400.

Brookover, Wilber B.; Leu, Donald J.; and Kariger, Hugh.
"Discrimination in Tracking." Unpublished manu-
script, College of Education, Michigan State Uni-yersity 1968.

or

Brown, Alan F., and House, John H. "The Organizational
Component in'Education." Review of Educational
Research, XXXVII (October, 1967), pp. 399-416.



277

Brownlee, K. A. Statistical Theory and Methodology in
Science and Engineering. New York: John Wiley,
1960.

Burkhead, Jesse; Fox, Thomas; and Holland, John W. In-
put and Output in Large City Schools. Syracuse,
New York: Syracuse University Press, 1967.

Cain, Glen, and Watts, Harold.' "Problems in Making In-
ferences from the Coleman Report." American
Sociological Review, XXXV 1967), iNp. 213-27.

Cawelth, Gordon. "Ability Grouping in Selected Midwestern
High Schools." Bulletin of the National Associa-
tion of Secondary-School Principals. noocvII
(March, 1963), pp. 69-71.

.Central Advisory Council on Education. Children and Their
Primary Schools: Volume I, The Report; Volume II,
Research and Surveys. London: Her Majesty's
Stationery Office, 1967.

Charters, W. W., Jr. "The Social Background of Teaching."
Handbook of Researdh on Teaching. Edited by N. L.
Gage. Chicago: Rand. McNally, 1963. Pp.715-813.

. "Social Class and Intelligence." Reading's in
the Social Psydhology of Education. Edited by
W. W. Charters, Jr., and N. L. Gage.. Boston:
Allyn and Bacon, 1963. Pp. 3-21.

Cicourel, Aaron V. and Kitsuse, John I. The Educational
Decision-Makers. New York: The Bobbs-Merrill
Company, Inc., 1963.

ft

Clark, Burton R. "The 'Cooling-out' Function in Higher
Education." Education, Economy, and Society.
Edited by A. H. Halsey, Jean Floud, and C. Arnold
Anderson. New York: The Free Press 1961.
Pp. 513-523.

...



t;

278.

Clark, Kenneth B. "Alternative Public School Systems."
Harvard Educational Review, =VIII (Winter, 1968),
pp. 98-114.

Cohen, David K. "Children and Their Primary Schools:
Volume II." Harvard Educational Review,XXXVIII
(Spring, 1968), pp. 329-340.

. "Immigrants and The Schools." Review of
Educational Research, XXXX (Spring, 1970), pp.
13-28.

Coleman,. James S. "Academic Achievement and the Structure
of Competition." Harvard Educational Review,
XXIX (Fall, 1959), pp. 330-351.

. The Adolescent Society: The Social Life of the
Teenager and Its Impact on Education. Glencoe,Illinois: The Free Press, 1961.

."The Adolescent Subculture and Academic Achieve-
ment." American Journal of Sociology, LXV (January,1960), pp. 337-47.

. "Comment on Three - 'Climate of Opinion' Studies."
Public Opinion Quarterly, XXV (Winter, 1961),
pp. 507-610.

"The Concept of Equality of Opportunity."
Harvard Educational Review, XXXVIII (Winter, 1968),
pp. 7-22.

"Educational Dilemmas: Equal Schools or Equal
Students?" The Public Interest, IV (Summer, 1966),.pp.70-75.

. 'Equality of Educational Opportunity: Reply
to Bowles and Levin." The Journal of Human Resources,III (Spring, 1968), pp. 237-46.

. Social Climates in High Schools. Cooperative
Research Monograph No. 4. Office of Education;

DepartMent of Health, Education, and Welfare.
Washington, D.C.: U.S.Government Printing Office, 1961.

7



279.

Coleman, James S. "Toward Open Schools." The Public
Interest (Fall, 1967), pp. 20-27.

Coleman, JaMes S. et al. Equality of Educational Opportunity
Office of Education. U.S., Department of Health,
Education, and Welfare. Washington,D.C.: U.S.
Government Printing Office, 1966.

Conant, James Bryant. The Comprehensive High School.
New York: McGraw-Hill Book Company, 1967.

. Slums and Suburbs. New York: McGraw-Hill,
1967.

Coombs, Robert H., and Davies, Vernon. "Social Class,
Scholastic Aspiration, and Academic Achievement."
Pacific Sociological Review, VIII (Fall, 1965),
pp. .96-100.

Cornell, Ethel L. "Effects of Ability Grouping Determinable
from Published Studies." The Abilityng of
Pupils,. Edited by G. M. Whipple. Thirty-Fifth
Yearbook of the National Society for the Stud of
Education. Part I. Bloomington, Illinois: Public
School Publishing 'Co., 1936, pp. 289-304.

Corwin, Ronald. A Sociology of Education. Appleton-
Century-Crofts, 1965.

Davis, Allison, and Hess, Robert. Relationships Between
Achievement in High School, College, and Occupation:.
A Follow-Up Study. Chicago: University of Chicago
Press, 1963.

Davis James A. "The Campus as a Frog Pond: An Application
of the Theory of Relative Deprivation to Career
Decisions of College Men." American Journal of
Sociology, IXXII (July, 1966), pp. 17-31.

Deitrich, Francis R. "Comparison of Sociometric Patterns
of Sixth Grade Pupils in Two School Systems: Ability
Grouping Compared with Heterogeneous Grouping."
Journal of Educational Research, LVII (July-August,
1964), pp. 507-13.



280

Drews, Elizabeth M. Student Abilities, Grouping Patterns,
and Classroom Interaction. U.S., Department of
Health, Education, and Welfare, Office of Education,
Cooperative Research Project No. 608. East Lansing:
Michigan State University, Office of Researdh and
Publications, 1963. Pp. 1-246.

Duncan, Beverly. "Education and Social Background."
American Journal of Sociology, LXXII (January,
1967), pp. 366-68.

Family Factors and School Dropout: 1920-1960.
Cooperative Research Project No. 2258; Office of
Education, U.S., Department of Health, Education,
and Welfare. Ann Arbor, Michigan: The University
of Michigan, 1965.

Duncan, Otis Dudley. "Ability and Achievement." Eugenics
.Quarterly, XV (March, 1968), pp. 1-11.

. "Discrimination Against Negroes." The Annals,
CCCLXXI (May, 1967), pp. 87-89.

. "Path Analysis: Sociological Examples."
American Journal of Sociology, LXXII (July, 1966),
pp. 1-16.

Duncan, Otis Dudley; Cuzzort, Ray P; and Duncan, Beverly.
Statistical Geography. Glencoe, Illinois: The
Free Press, 1961.

Duncan/ Otis Dudley; Featherman, David L.; and Duncan, Beverly.
Socioeconomic Background and Occupational Achievement:
Extensions of a Basic Model. Final Report. Project
No. 5-0074 (E0-191). Contract No. 0E-5-85-072.
Washington, D. C.: U.S., Department of Health,
Education, and Welfare, Office of Education, Bureau
of Research, 1963.



281

Duncan, Otis Dudley; Haller, Ardhibald O.; and Portes,
Alejandro. "Peer Influences on Aspirations: A
Reinterpretation." American Journal of Sociology,
LXXIV (September, 1968), pp. 119-137.

Duncan, Otis Dudley; and Hodge, Robert W. "Education and
Occupational Mcbility." American Journal of
Sociology, LXVII (May, 1963), pp. 629-644.

Dyer, Henry S. "School Factors and Equal Educational
Opportunity." Harvard Educational Review, XXXV
(Winter, 1968), pp. 38-56.

Dyson, Ernest. "A Study of the Relationships Between
Acceptance of Self, Academic Self-Concept, and
Grouping." Philadelphia: Temple University, 1965.
Dissertation Abstracts, 26. September, 1965,
pp. 1475-76.

Eckland, Bruce K. "Academic Ability, High
Occupational Mobility." American
Review, XXX (October, 1965), pp.

0

Education, and
Sociological
735-46.

"Genetics and Sociology: A Reconsideration."
American Sociological Review, XXXII (April, 1967),
pp. 173-94.

. "Social Class and College Graduation: Some Mis-
conceptions Corrected." American Journal of
Sociology, LXX (July, 1964), pp. 36-50.

Edwards, T. Bently, and Wilson, Alan B. A Study of Some.
Social and Psychological Factors Influencing Educa-
tional Adhievement. Final Report of Project SAE 7787.
California: Department of Education, University of
California, June, 1961.

Educational Testing Service. Background Factors Relating to
College Plans and College Enrollmentjyr_mg_publisLiligh
Sdhool Studerits. Princeton, N.J.: Educational
Testing Service, 1957.

Ekstrom Ruth B. Experimental Studies of Homogeneous Group-
ing. Educational Testing Service Princeton,N.J., 1959.



s,-

282

Fick, Wayne William. The Effectiveness of Ability Grouping
in Seventh Grade Core Classes. Lawrence: University
of Kansas, 1962.

Flanagan, John C., et al. The American Hi h School Student.
Cooperative Research Project No. 635. Pittsburgh,
Pennsylvania: Project Talent Office, University
of Pittsburgh, 1964.

. A Survey and Follow-Up Study of Educational
Plans and Decisions in Relation to Aptitude Patterns:
Studies of the American High School. Cooperative
Research Project No. 226. Pittsburgh, Pennsylvania:
Project Talent Office, University of Pittsburgh,
1962.

'Floud, Jean and Halsey, A. H. "Social Class, Intelligence
Tests, and Selection for Secondary Sdhools,".in
Education, Economy and Society. Edited by A. H.
Halsey, Jean Floud, and C. Arnold Anderson. New
York: The Free Press, 1961.

Folger, John K., 'and Nam, Charles B. Education of the
American Population. Washington, D.C.: U.S.
Bureau of the Census 1967.

Franseth, Jane and Koury, Rose. Survey of Researdh on Gram:
inq as Related to Pupil Learning, U.S., Department
of Health, Education, and Welfare,
tion. Washington, D.C.: Government
1966, pp. 1-64.

Office of Educa-
printing Office,

French, JOhn W. "Evidence from School Records on the Effective-
ness of Ability Grouping." Journal of Educational
Research, Vol. 54 (November, 1960), pp. 83-91.

W. S. "Aspirations of Negro and
' Social Forces, XXXXII, 1963,



283

5R5 rfrrrr.svmmtormr.mwttritnrmv:Mvrrifrn:

Goldberg, Miriam L.; Passow, A. Harry; and Justman, Joseph.
The Effects of Ability Grouping. New York:
Teachers College, Columbia University, 1966.

Goslin, David. Teadhers and Testing. New York: Russell
Sage Foundation, 1967.

Hauser, Robert M. "Context and Consex: A Cautionary Tale."
American Journal of Sociology, LXXV (January, 1970),
pp. 645-64.

. "Educational Stratification in the United
States," Sociological IV (Spring, 1970),
pp. 88-129.

"Family, School, and Neighborhood Factors in
Educational Performances in a Metropolitan School
System." Unpublished doctoral dissertation for
The University of Michigan, 1968.

"Schools and the StratificItion Process."
American Journal of Sociolo LXXIV (May; 1969),
pp. 587-611.

Havighurst, Robert J. "Urban Development and the Educa-
tional System." Depressed
Edited by A. Harry Passow. New York: Columbia
University, 1963, pp. 24-45.

Havighurst, Robert J. and Neugarten, Bernice L. Society
Education. Boston: Allyn and Bacon, Inc., 1962.

Herriott, Robert E. "Some Social Determinants of Educa-
tional Aspiration." Harvard Educational Review,
XXXIII (Spring, 1963), Rp. 157-77.

Herriott, Robert E., and St. Jan, Nancy Hoyt. Social Class
and the Urban School. New York: Jdhn Wiley, 1966.

Hobson v. Hansen, U. S. District Court.. Washington D.C.
269 Federal Supplement 401 (June, 1967).



6'

-"'"- 4,74

284

Hodgkinson, Harold L. Education in Social and Cultural
Perspectives. Englewood Cliffs, New Jersey:
Prentice-Hall, Inc., 1962.

Hollingshead, A. B. Elmtown's Youth. New York: John
Wiley, 1949.

Howell, Wallace J. "Grouping of Talented Students Leads to
Better Adhievement in the Secondary School."
Bulletin of the National Associationof Secondary-
School Principals XXXXVI (01;ardh, 1962), pp. 67-73.

Hoyt, Donald P. "The Relationship Between College Grades
and Adult Adhievement." Act Researdh Reports,
Vol.VII(September, 1965), pp. 1-83.

Hyman, Herbert H. "The Value Systems of Different Classes:
A Social Psydhological,Contribution to the Analysis
of Stratification." Class, Status, and Power.
Editors Reinhard Bendix and Seymour M. Upset.
New York The Free Press, 1953, iv. 426-42.

Jacobs Janes N. "Aptitude and Achievement Measures in
Predicting High School Academic Success." Personnel
and Guidance Journal, XXXVII (1959), pp. 334-41.

Jencks, Christbpher and Riesman. The Academic Revolution.
New Ybrk: Doubleday and Company, Inc., 1968.

"Education: The Racial Gap." The New Republic,
CLV (October 1, 1966), pp. 21-26.

"gocial Stratification and Higher Education."
Harvard Educational Review, XXXVIII (Spring, 1968),
pp. 277-316.

JePsen, Arthur R. "How Mudh Can. We Boost IQ and Sdholastic
Achievement?" Harvard Educational. Review, XXXIX

. (Winter), pp. 1-123.

"Social Class, Race, and Genetics: Implications
for. Education." American Educational Research Journal,
V (January, 1968), pp. 1-42

1..1.1001,r



T. ,

285

Johnson, Charles E., Jr. and Zappolo, Aurora A. "Factors
Related to High School Graduation, and College
Attendance : 1967 . " Current Population Repor ts
Series P-20, No. 185 (July, 1969), pp. 1-10.

Kahl, Joseph A. "Educational,and Occupational Aspirations
of 'Common Man' Boys!' Harvard Educational Review,
MCIII (Summer, 1953), pp. 186-203.

Katz, Irwin, and Gurin, Patricia, eds. Race and the Social
Sciences. New York: Basic Books, Inc., 1969.

Krauss, Irving. "Sources of Educational Aspirations Among
Working-Class Youths." American Sociological Review,
XXIX (DeCember, 1964), pp. 867-79.

Lavin, David E; The Prediction of Academic Performance.
New York: Russell Sage Foundation, 1965.

Layton, Wilbur L. "Socioeconomic Status and After-High
School Plans." After High School, What? Edited by
Ralph F. Berdie. Minneapolis: University of
Minnesota Press, 1954, pp. 178-192.

Lipset, Seymour Martin, and Bendix, Reinhard. Social
Mobility in Industrial Society. Berkeley,
California: University of California Press, 1959.

Mackler, Bernard. "Grouping in The Ghetto." Education and
Urban Society, II (1969) , pp. 80-96.

McDill, Edward L.; and Coleman, James S. "Family and Peer
Influences in College Plans of High School Students."
Sociology of Education, XMCVIII (Winter, 1965),
pp. 112-126.

Edward L.; and Coleman, James S. "High School
Social Status, College Plans, and Interest in
Academic Achievement: A Panel Analysis." American
Sociological'Review, XXVIII (December, 1963),
pp. 905-18.



IL

286

Mc Dill, Edward L.; Meyers, Edmund D., Jr.7 and Rigsby, Leo C.
"Institutional. Effects on the Academic Behavior of
High School Students." Sociology of Education,
MOM (Winter, 1967), pp. 181-99.

McPartland, James. The Segregated Student in Desegregated
Schools. Report No. 21. Center for the Study of
the Social Organization of Schools. Johns Hopkins
University, Baltimore, Maryland.

"On Neighborhood Context and College Plans
(II)." American Sociological Review, MCI (October,
1966), pp. 702-06.

Moynihan, Daniel P. and Mosteller, Frederick, eds. On
Equality of Educational Opportunity. New York:
Random House, 1970.

Nam, Charles B., and Folger, John K. "Factors Related to
School Retention. " Demography, II (1965), pp.
456-62.

National Education Association, Research Division. Ability
Grouping. Research Summary 1968-S3. Washington,
D.C. NEA, 1968, pp. 1-52.

National Education Association, Research Division. "Teacher
Opinion Poll: Ability Grouping." NEA Journal, 57:53.
February, 1968.

National Education Association, Project on the Academically
Talented Student, and National Association of
Secondary-School Principals. Administration Pro-
cedures and School Practices for the Academically
Talented Student in the Secondary School. Washing-
ton, D.C.: NEA Association, 1960, pp. 1-223.

Nichols, Robert C. "Schools and the Disadvantaged." Science,
1954 (December 9, 1966), pp. 1312-14.

245



e,

3 ,

287

Olavarri, Martin C. Some Relationships of Ability Grouping
to Student Self-Concept. Berkeley: University of
California, 1967. Abstract: Dissertation Abstracts
28:2518A; January, 1968.

Otto, Henry J. "Homogeneous Grouping." In W. Monrow,
ed. Encyclopedia of Educational Research. New
York: Macmillan, 1950, pp. 376-78.

Parsons, Talcott. "The School Class as a Social System:
Some of Its Functions in American Society."
Harvard Educational Review, XXIX (Fall, 1959),
pp. 297-318.

Pavalko, Ronald M., ed. Sociolog of Education: A Book of
Readings. Itasca, Illinois: Peacock Press, 1968.

. Pettigrew, Thomas F. "Race and Equal Educational Oppor-
tunity." Harvard Educational Review, XXXVIII
(Winter, 1968), pp. 66-76.

Polk, Kenneth. "Tracking in Public High Schools."
Trans-action, LXX, October, 1970.

Rainsoy, Natalie Rogoff. "College Recruitment and High
School Curricula." Sociology of Education, XMVIII
(Summer, 1965), pp. 297-309.

Reiss, Albert J. Jr. , ed. Schools in a Changing Society.
New York: The Free Press, 1965.

Reiss, Albert J., Jr.; Duncan, Otis Dudley; and Hatt, Paul
K. Occupations and Social Status. New York: The
Free Press of Glencoe, 1961.

Rogoff, Natalie. "American Public Schools and Equality of
Opportunity." Education, Economy, and Society..
Edited by A. H. Halsey, Jean Floud, and C. Arnold
Anderson. New York: The Free Press, 1961,
pp. 140-41 .

246



288

Rogoff, Natalie. "Local Social Structure and Educational
Selection." Education, Economy, and Society.
Eds. A. H. Halsey, Jean Floud, and C. Arnold
Anderson. New York: The Free Press, 1961,
pp. 241-51.

Rosen, Bernard C. "Race, Ethnicity and the Achievement
Syndrome." American Sociological Review, XXIV
(February, 1959), pp. 47-60.

Rosenthal, Robert, and Jacobson, Lenore. Pygmalion in
the Classroom: Teacher Expectation and Pupils'
Intellectual Development. New York: Holt, Rine-
hart and Winston, Inc., 1968.

St. John, Nancy Ho.t "De Facto Segregation and Interracial
Association in High School." Sociology of Edu-
cation, XXXVII, 1964, pp. 326-44.

St. John, and Smith, Marshall S. "School Racial Experi-
ence: Achievement and Aspiration." Unpublished
manuscript, Harvard University, 1969.

Sewell, William H. "Community of Residence and College
Plans," American Sociological Review, XXIX
(February, 1964) , pp. 24-38.

Sewell, William H. and Armor, J. Michael. "Neighborhood
Context and College Plans." American Sociological
Review, XXXI (April, 1966), pp. 159-168.

Seldell, William H. and Armer, J. Michael. "Reply to Turner,
Michael and Boyle." American Sociological Review,
XMCI (October, 1966), pp. 707-12.

Sewell, William H.; Haller, Archie 0.; and Straus, Murray
A. "Social Status and Educational and Occupational
Aspiration." American Sociolo ical Review, XXII
(February, 1957), pp. 67-73.

Sewell, William H., and Orenstein, Alan M. "Community of
Residence and Occupational Choice." American Journal
of Sociology, LXX (March, 1965), pp. 551-63.

247



289

Sewell, William H., and Shah, Vimal P. "Social Class,
Parental Encouragement, and Educational Aspira-
tions." American Journal of Sociology., LXXIII
(March, 1968), pp. 559-72.

"Socioeconomic Status, Intelligence, and
the Attainment of Higher Education." Sociology
of Education, XXXX (Winter, 1967) , pp. 1-23.

Sexton, Patricia. Education and Income: Inequalities in
Our Public Schools. New York: The Viking Press,
1961.

Shaycoft, Marion F. The High School Years: Growth in
Cognitive Skills. Pittsburgh, Pennsylvania:
American Institutes for Research and School of
Education, University of Pittsburgh, 1967.

Siegel, Paul M., and Hodge, Robert W. "A Causal Approach
to the Study of MeasUrement Error," in Hubert M.
Blalock, Jr., and Ann 13. B.alock, eds. Methodology.
in Social Research. New York: McGraw-Hill Book
Company, 1968.

Simon, Brian. "Classification and Streaming: A .Study of
Grouping in English Schools, 1860-1960," in
History and Education. Edited by Paul Nash.
New York: Random House, 1970.

Simpson, Richard L. "Parental Influence, Anticipatory
Socialization, and Social Mobility." American
Sociolo ical Review, XXVII (August, 1962),
pp. 517-22.

Smith, H. P. and Abramson, M. "Racial and Family Experi-
ences: Correlates of Mobility Aspiration." Journal
of Negro Education, MCXI (1962), pp. 117-24.

Sorensen, Aage Bottge. "Organizational Differentiation of
Students and Educational Opportunity." Sociology
of Education, XICCXIII (Fall, 1970), pp. 355-76.

248



290

Sorokin, Pitrim A. Social and Cultural gobility. New
York: Harper and Bros., 1927.

Spady, William G. "Educational Mobility and Access:
Growth and Paradoxes." American Journal of
Sociology, LXXIII (Novomber, 1967), pp. 273-86..

Stephenson, Richard M. "Mdbility Orientation and Strati-
fication of 1,000 Ninth Graders." American
Sociological Review, XXII (April, 1957),
pp. 204-12.

Stinchcombe, Arthur I. Rebellion in a I-13.0h School.
Chicago: Qoadrangle Books, 1964.

Trent, James W., and Medsker, Leland L. Beyondlgall
School. San Francisco: Jossey-Bass, Inc., 1968.

Turner, Ralph H. "Modes of Social Ascent through Educa-
tion: Sponsored and Context Mobility." Education,
Economy, and Society. Eds. A. H. Halsey, Jean
Floud, and C. Arnold Anderson. New York: The
Free Press, 1961, pp. 121-39.

"On Neighborhood Context and College Plans
(I)." American Sociological Review, XXXI (October,
1966), pp. 698-702.

. The SoCial Context of Ambition. San Francisco:
Chandler, 1964.

U.S. Bureau of the.Census, Current Population Reports.
Series P-20, No. 190. "School Enrollment. October
1968 and 1967." U.S.Government Printing Office,
Waghimgton, D. C., 1969.

U.S. Commission on Civil Rights. Racial Isolation in the
Public Schools. Vols. I and II. Waghington,D.C.:
U.S. Government Printing Office, 1967.

U.S. Del5artment of Labor. The Negralami)y: The Case for
National Action. Waghington:D.C.: U.S. Govern-
ment Printing Office, 1965.

249



irvo,,v:+r vmaoalrowriv,

291

Walker, Helen M., and Lev, Joseph. Statistical Inference.
New York: Henry Holt, 1953.

Warner, W. Lloyd; Havighurst, Robert J.; and Loeb, Martin
B. Who Shall Be Educated? New York: Harper and
Brothers, 1944.

Wilson, Alan B. "Educational Consequences of Segregation.
in a California Community." Racial Isolation in
the Public Schools, Volume II. U.S. Commission
on Civil Rights, Washington, D.C.: U.S. Govern-
ment Printing Office, 1967. Appendix Cs

. "Residential Segregation of Social Classes
and Aspirations of High Sdhool Boys." American
Sociical Review, XXIV (December, 1959), pp.
836-45.

. "Social Stratification and Academic Achieve-
ment." Education in Depressed Areas. Edited by
Harry Passow. New York: Columbia University,
1963, pp. 217-36.

Wise, Arthur E. Rich Sdhools, Poor Schools: The Promise
of Equal Educational Opportun#a. Chicago:
University of Chicago Press, 1969.

Wright, Sewall. "The Method of Path Coefficients." Annals
of Mathematical Statistics, V (September, 1934),
pp. 161-215.

"Path Coefficients and Path Regressions:
Alternatives or Complementary Concepts." Biometrics,
XXVI (June, 1960), pp. 189-202.


